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ABSTRACT

This study focuses on factors that stimulate work stress among teachers,
and the consequences of stress. The relevant stresses include conflicting
expectations, unclear/unpredictable expectations, too many/too difficult
expectations, too easy expectations, and inadequate resources to meet expec-
tations. Features of the work (organizational policies, job characteristics,
discipline issues, etc.) and non-work (e.g., work/family conflicts) environment
were examined as potenti#d antecedents of stress. Effects of stress were
explored in the terms of consequences dysfunctional to both the teacher (e.g.,
depression, alcohol use) and the.school (é.g., tardiness, absenteeism).

Data were obtained through semi-structured interviews with 25 teachers
from three public junior high schools in one school district. Results
indicated that role stress was reported by some teachers, but was not endemic.
Stresses most commonly experienced were too much work, unclear/unpredictable
demands, and inadequate resources. The common antecedents of work stress
included characteristics of school adminidtrators and students, discipline
issues, lack of job variety, gender, and teaching experience. The most
prevalent consequences included job dissatisfaction, rervousness, and depre-
ssion. Caffeine.use, alcohol use; and dysfunctional work behaviors may also
be exacerbated through the experience of stress. Implications of the results
are derived for school administrators, school teachers, and teacher training
progranms. . : i .

’
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; - - Chapter I
1 *
: INTRODUCTION
P The quality of education in any country is almost synonymous with the
. ' quality of teachin'g. T quality of teaching is, in turn, largely depend-
> ent on the characteristics of individuals serving as t?eachers-_-their training,
° aspiration, experience, their behavior in formal and informal réles within
f . and outside the school system, as well as their general state of physical i .

and emotional well-being. Furthermore, the stresses and strains that teach-

3. “ers undergo as functioning members of a bureaucratic organ\i_zation--"che

. . school--can ha;ve a significant impact on their overall effectivenes_js as

I educators. By and large, though, teachers have no'é veen studied in this

; :

-:"l) context. That is, the role of teachers as organizational employees who are

subject to pressures and demands, and who handle these stresses with varying
degrees of success has been given scant attention.

‘A school is a-work organization bearing resemblance in many ways to

volunteer associations. Schools can be described along various dimensions

-

' other employmént organizations such as factories, hospitals, banks, or even
. that typify other work organizations. They have, for example, specific
' goals, multiple levels of hierarchy, communication networks, prescribed

" roles, -exchange relationchips ‘between employees and employers (where ser-

-

l vices are rendered in return for remuneration), and so forth. In view of
: ' these commonalities, it is reasonable to argue that': the dynamics of scl}ool
c;rganizations will also be somewhat similar to the dynamics of ot}-1e‘r:‘;vork
I organizations. o ’
]

In the past two decades, extensive literature has indicated that
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organizational membership has a significant impact on the physical and

psyohological well-being of employees. Working in‘an organizational setting
has been associated with symptoms of physical strain such as fatigu§, symp-

+ toms of mental strain such as depression and loss of self-esteem, psychoso-

matic symptoms such as high blood pressure and peptic ulcers, and behavioral

b2y

symptoms such as excessive smoking, high caffiene‘intake, and escapist’
drinking. It is clear from this research that the organizational milieu can

be aﬁ?imﬁbrfant detqrménant of an individual's overall health. Furthermore,

\ , 3 . .

organizational membership can create forces in individuals that severely 1

impair their ability to function as effective, contributing members of the
N 'orgahization. Some recent evidence suggests, for example, that job-related '

i 3

oy stress is associated with reduced perfotmance, high absenteeiss, and other

g -

manifestations o withdrawal from the work .setting.

[

L " Much of the empirical work examining the’ impact-of organizational

M

- B membership”on individuals has concentrated on the industrial d?ganization

’ a

as the employment context. Aspects of the job (the degree of autonomy,
8 specialization,, meaningfulness, etc.), aspects of the social climate (such -
: as the relationships with supervisors and co-workers), aspects of the

I organizational environment (the hierarchical chain of command, the degree
e R 3

: 21 . . s . - . s . .
‘ of“bureaucratization, communications networks, etc.), and characteristics

el e .
1

- bffthe’iﬁdividual employee (e.g., need for independence, age, and number of

dependents), have all been found to contribute to the consequences of or-
ganizdtional membership for an individual. Since these aspects of, and

v . . . .
responses to, the work environment are by no means unique to industrial

3 z :

: organizations, a¢justifiable extrépolation is that employment in a school

Y system can have adverse and positive consequences for the:teacher.

&
LY
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Despite the recogﬁition that work-related stress may have deleterious

effects on employees, and déspite the reéent acknowledgement .that school’
teachers may be a highly stressed group, howevér, little systematic at£en—
tion has been devotédito an elucidation of the causes and consequences of
teacher stress. Questions sufh as "What organizational processeslarg
q@iquely potent as stressors for teachers?" and '"Does work-related stress
f

ﬁroduce fqrces in teachérs_to distance themselves, physically or psycho- ’

logically, from the school setting?" have remained largely unanswered in
the available literature.-
The present study proposes ar empirical examiitation of the antecedents
and'b;nseguences Of the stress encountered by teachez;\;;\zhef roles as
brganizational members, with the school system as the employm:::\gsffin .
Teachers, like the blue-collar worker and the corporate executive, are g\\\\\\\\
employees seeking the gratification of a variety of needs from their par-
ticipation in a wprkeérganization. The pressures.to which teacher; are
spbjecg%atys a fungtion of their roles are, if anything, greater %han those
experienced by the rindustrial employee. Not only do teachers receive role
demands from immediate supe;visors (as blue-collar Qorkers do), they must

also be responsivg.tb pressures from school boards, students, parents,

4 -
S R

community organizations, their'peers,(gnd other sources. The relatively
high degree of stress to which teachers are often exposed may or may not
‘manifest itself in different physiological, psychological, and behavioral

symptoms of strain. To the extent that it does, however, the effectiveness

‘df’thé teacher is undermined, and the success of the school system threatened.

. The consequences of work-role stress are also significantly more sgrious

for all relevant parties if the many possible strain symptoms aﬁpear
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concurrently, rather than alternatively or sequentially. For instance,

the situation would be much worse if teachers were simultaneously phféio-
logically, psychologically, and bepaviorally strained than if they.ex-
per%ended depression, but showed no symptoms. of behavioral or physiological
3train, The nature of the relationship among the different strains is,
therefere, important'for everyone--the teacher, the student, the school,
and society at largen_

Stress can affect, not only a teacher's physical and mental health,
butlelso the effectiveness of h?s/her job-related behaviors. For example,
a stressful school environment may reduce th; quality of teachers' per-
formance; it méy also induce them to stay away from work often (high absen-
teeism) or to look for other job opportunities (high turnover). 1In other
words, many work-related behaviors can be adversely affected by the

presence of severe stress in the organizational environment.

The present study was designed to examine the organizational antece-

dents andcconsequences of work-related stress encountered by teachers, with

the school as the employment setting. Specifically, the study had four

major objectivéss\\\

\ ¢
1. To determine tﬁe\organlzatlonal precursors of work-role stress
among teachers; . T

- o

\\
2. To determine whether work-role stress produces distancing
forces in teachers; . -

~. - Y

3. To examine the phy51olog1cal psychological, and\behaV1oral
consequences of work-role stress; and L

4. To examine the impact of work-role stress on the effective-
ness of teachers' functioning.

In addition, the relationships among the various consequences of work-

<

role stress were examined in the study.




1

The study focused only on the intra-role experiences of teachers;

i.e., St;esses inherent in other roles were not examined. For example,
aspects of role strg;s such as the conflicts between the pxofessionél and
the familial role, 61 the consequences of inter-role coﬂflictg on role
strain were beyond the scope of the present investigation., A study exam-
ining all aspects of the feacher's life, though meritorious in intent,
would be overly ambitious in scope, and probably unfeasible in a realistic
span of time. The alternative strategy of first clarifying the experiences
of and reactions to specific roles was seen as more reasonable in explor-
atory research. The present study, although limited in its purview to only
the intra-work-role expériences of teachers, does atfempt a systematic and
comprehensive examination of Ehese exﬁeriences. Such an examinat;on should
faci1i£ate future research iﬂto other aspects of a teacher's life.

This report is organ};ed around seven chapters beyond this one. In
Chapter II, the substantive research literature in the areas of stress,
strain, and withdrawal is reviewed and summarized. Chapter III spells out
the conceptual approach adopted in the study; Chapter IV is a report on
the research design, the methods, and the analysis strategies used. Chapter
V presents the empirical results obtained in the research., Chapter VI con-
tains a discussioﬁ and integration of the findings. Chapter VII presents
the implications of the results for relevant groups. Finally, Chapter VIII

summarizes the objectives, design, and findings of the research.

|




Chapter II

' REVIEW OF THE LITERATURE :

This chapteripresents the research relevant to the coficepts examined
in the present.study, and is divided into two sections. In the first
section, the general theoretical framework for the study is presented. The

second section incorporates the past empirical and theoretical work as it

pertains to the experience of role stress among teachers.

Theoretical Framework -

j ; ,
This study invokes a social psychological perspective on employment ;

1

in work organizations, and focuses on the individual as the unit of analysis,

i

rather than some administrative subdivision such as the work group, the de-

¢

partment, or even the entire organization. Specifically, the theoretical
approach draws heavily on the tenets of role theory (Sarbin § Allen, 1968)
in the exposition of the impact of organizational membership on individuals.

Basic Concepts of Role Theory

be achieved. These goals may vary within and between organizations, and may

Y

An organization exists so that certain goals, implicit or explicit,-can
occasionaliy conflict with one another. Regardless of the number of dif- °
fErept goals an organization may have, the degree to which these goals are
explicit, and the compatibility of different goals, the organization

cannot achieve them in 2 vacuum. Physical, financial, and human resources
are necessary for the successful attainment of objectives. Our focus heré

L

is primarily on the human resources critical to effective organizational

functioning.

Cpals Lo

SN

cor wfr v




, The necessity for human resources produces ‘a network of roles filled
by individuals. " The term r&le, borrowed directly from the theater, de-
hétés that "conduét édheres to certain 'pér&s' (or positions) rather than
to the players who read or recite them" (Sabin § Allen, 1968, p. 489).
within the organizational context,groles describe "specific forms of be-
havior associated with‘givén positions; they develop originally from task .
requirements" (Katz § Kahn, 1978, p. 43). Mény roles exist in a hospital,
for‘examplé: physician, nurse, cook, custodian, administrator, etc.

. )

: The role incumbeﬁt holding a specific position under investigation
is usually:feferréd to as the focal person. Withiﬁ the social structure"
of an organization, the role of each éocaf person is linked directly to:
certain’ positions, more remotely to some others, and only very tangentially
to still other positions, The number of other pos1t1ons to which each

focal person is directly linked is relatively small, and collectively these

other positions constitute the focal person's role set (e.g., Merton,

195%).

Members of the focal person's role set are generally interdependent

4

o with the focal person in some way (Beehr, }974) This interdependence,
7

*

1n turn, results in beliefs and expectations held by the role set regard-
ing the rights and privileges, the duties and obligations of the focal
person's activities and behaviors. These beliefs and expectations, termed A

role expectations, form the conceptual bridge between social structure and

role behayiors (Sarbin § Allen, 1968). Role expectatifns may be task-

specific’(e.g., performing at a minimally adequate level) or so i al (e.g,

being polite to co-workers) in nature,

Members of a role set do not just hold expectations about the

°




.activities and beyaviois of the focal person's role, they cdmmunicate these
; . /
expectations in some way to the focal person.I These communications from

Role

@ \‘\

expectations may be communicated in a prescriptive mode (as when the sﬁpqzj

members of the role set (the role senders) are termed the senf role

visor defines certain job duties for a subordinate), or in an evaluative
mode (as when the supervisor gives positive or negative feedback regarding
the fbca} person's-role behavior). The sent role can. be distinguished
from the receivéd role, which is the fo. 1 person's filtered perception
of the sent role in the context of his/her own motives and expectations
(Beehr, 1974). o

P

Role Stress, Role Strain, and Withdrawal

«

Role theory is general in its application and relevant to most social

contexts. Our interest in'the present study is restricted to one social
setting, viz., the work organizaﬁion. Withiﬁ the work organization,
attention is focused on two‘specific concepts relevant to role”theory--
role stress and role strain: While these shortened labels will be used .
fhroughout the report, they will actuaily refer to work role stress and
work role strain rather than to the more global phenomena implied by the
shorter labels. lAdditionally, this report is concerned'wifh a concept
dfawn from the general field of organizational behavior, viz., employee
withdrawal., j
The terms, stress and strain, have been used widely in the theoret-
ical, empirical, and pqpulér—literatqu\fo connote a variety of different
things, including characteristics of the objective environment (e.g.,
noise, glare, vibration), interactions between the person and the eﬁ-

o

vironment, and specific physiological reactions of an individual (e.g.,

v

19

-3




lIevel of serum cholésterol, heart rate, etc.). Although thé terms, stress

and strain, have often been used synonymously in the academic and popular.

iiterature, they are conceptually distinct. Tﬁf'technical definitions

of the terms provided below are used throughout the body of this report,

and the conceptual distinction between the two is maintained throughout.
Following Caplan, Cobb, French, Harrison, and Pinneau (1975), Harfison

(1978), and Kahn, Wolfe, Quinn, SﬂQek, and Rosenthal (1964), role stress

!

is defined as a function of both the focal person and the work environment.

o

Role stress is the presence of received role demands from the environment
o .

which the focal persoﬁ is unable to satisfy and which,-therefore, pose a, -

threat to the focal person. The inability to satisfy demands may stem -

from insufficiency of supplies to meet the demand (an environmental charac-

teristic), or from lack of the relevapt skills on the part of the focal

B 3 ¢
perséh (an individual characteristic). This definition of role stress is
consistent with one derived by Schuler (1980) after a thorough literature
review. The author offered the following definition of stress:

"Stress is a dynamic condition in which an individual is:

a. confronted with an opportunity for being/having/
doing what (s)he desires and/or

“b. confronted with a constraint on being/having/doing
what (s)he desires and/or

confronted with a demand on being/having/doing what
" (s)he desires and for which the resolution of (sic)
is perceived to have uncertainty but which will lead
(upon resolution) to important outcomes." (p. 189).
Role stress can be present in a variety of different forms. Among the more

commonly researched forms of role stress are role ambiguity (unclear role

expectations), role conflict (conflicting role expectations), role overload




-

(lack of time or ability to meet role expectations), and role insufficiency
(lack of necessary information, materials, equipment, etc., to satisfy role

expectations).

o ¢

¢

Role strain, on the other hand, is an individual characteristic repre-
sented as a response by the focal person that deviates from normal. Role
strain can be manifested in psychological (e.g., job dissatisfaction, ten-

sion, depression), ‘physiological (e.g., peptic ulcer, high blood pressure)

. or behavioral (e.g., smoking, escapist drinking) symptoms (Capian et al.,
|

o

1975;  Harrisoa, 1978). Furthermore, several differeﬁi symptoms of role

strain may be evident simultaneously.
Witadrawal can be defined as "a volitional response to perceived
aversive conditions, designed to increase the physica. and/or psychological

distance between the employee and the organization" (Gupta & Jenkins, 1980,

. P. 171). Employee withdrawal can also assume many forms, including absen-

11 ¢
teeism, tardiness, reduced cutput, etc. Although both role strain and

withdrawal share the common éntecédent of role stress, withdrawal is
sometimes attributable to extra-organizational circumstances such as the
transfer of spouse, the inadequacy of transportation, e%c. ’

The theorg}ical framework used here is concerned with aspects of the
role environment and characteristics of the focal person that are the sources
of role stress (i.e., the stressors), the psychological-experience of
threat i.e., the stresses),‘the deviant responses to these stresses (i.e.,
the strains), and some job-related behaviors stimulated by stresses (i.e.,
the withdrawal manifestations).

This general model of role stress, role strain, and withdrawal is

presented schematically in Figure II.1. As is obvious from the figure,
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-are relevant at several points in the framework. They define, in various

Tl

direct and indirect ways, what an individual's role experience will be and

how the individual will respond to the role experience. .

S
.

.

The model presented in ﬁigure II.1 is genera’ in nature. The theo-
retical and empirical research relevant to this model of role stress is
reviewed in the next section. The specific conceptual model to be used in

the‘investigétiop of the role stress, role strain, and withdrawal experi-

CEETrEwa———y .
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ences of teachers is outlined in Chapter III.
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e e e T

In accordance with the intra-organizational focus of this research,

only the role stressés relevant to the work organi:zation are examined in
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this review., The theoretical and gﬁpirical work relevant to intra-role

stress and its consequences is divided into four broad categories here:

¢

(1) kinds of role stress; (2) situational and individual sources of role

YRR T e

stress; (3) the physiological, psychological, and behaviorai conséquences
of stress; and (4) the relationship between role stress and employee with-
drawal symptoms. A growing body of literature has addressed the last two
questions; the first two have largely been ignored to date. To the extent
¢ o that role stress may be a significant determinant of an individual's
physical and mental health, and to the extent that role stress is related

>

to dysfunctional employee behaviors, however, it is important to ascértain’

orpry

the nature and determinants of such stress. Presumably, situational

characteristics, the potential determinants ¢f stress, can be modified

more easily than subjective experiences can be.

e
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Because much of the work on roié stress, role strain, and withdrawal
is conducted in non-educational settings, this review draws heavily from
research done in other settings, although data specific to educational ins
stitutions are included where possible. 1In addition, the review focus;s
primarily on the subjective experience of stress: and concentrates on the

perceived, rather than objective, components of the potential sources of

* stress.

Kinds of Ronle Stress s

a

At least five major stresses have been studied in the past. These in-
+

clude role conflict, role ambiguity, role overload, role underload, and

-

role insufficiency. Each of these stresses is discussea briefly in this

A

section, ,

Role Conflict. This role stress is mentioned first because of its

great popularity with students of both organizational behavior and educa-

tion. Thus, Kahn et al. (1964) noted that role conflict is a rather ubiq-
:

uitous phenomenon in an Iadustrial society.

Role conflict can be defined as the degfee of incongruity or incompat-

" ibility of expectations associated with a role (Miles § Perreault, 1976),

or as a threat to the focal person in the form of incompatible role demands.

A; least four types of role conflict can be distinguished. First, diffe£ent .

members of the role ‘set may hold conflicting expectations for thé focal

person (inter-sender conflict). Second, the same member of the role set

may hold conflicting rol~ expectations for the focal person (intra-sender

conflict). Third, the role expectations held by the focal person may be in

conflict with the-role expectations of the role set (person-sender con-

flict). Finally, the role expectations of the focal person or the role

2

<




their questionnaire items. Although role conflict and role ambiguity are

set ;may conflict with the personal characteristics, such as needs and
values, of the focal person (person-role conflict). In addition, according

to.Caplan et al. (1975), conflicting role expectétions may center around

P

the issue of time, (i.e., conflict over doing two different tasks in the .
. Y

same period of time), or they may involve the negation of one expectation
by another (e.g.e one person asks the cancellation of. an ‘order, another

the shipment of the order.).

Role ambiguity. This role stress has often been confused i the 1lit-

erature with role conflict. Getzels and Guba (1955), for example, in an

:

ostensible study of role conflict, used the term ‘ambiguity' in some of

similar in that they are detrimental to effective role behavior on the part

of the focal person (Kahn § Quinn, 1979), the nature of the subjective role
expectations differs between the two phenomena (Beehr, 1974). '
Role&ambiguity has been variously defined as “uncertéinty or ambiguity
about what is required...in the job" (Caplan et al:, 1975); "the vagueness
or absence of information regarding the expectations for one's role heid by
members of one's role set" (Beehr, 1974); and "lack of the necessary infor-
mation available to a given organizational position" (Rizzo, House, §
Lirtzman, 1970). According #o Kahn et al. (1964), "role ambigugpy is a
direct function of the discrepancy between the information available to the
person and that which is required'for adequate performance of his role,
Subjectively it is the difference between his actual stdte of knowledge and
that whick Qould provide adequate satisfaction of his personal needs and
values" (p. 73). A similar definition of Tole ambiguity was also offered
by Milés and Perreault (1978). On a related topic, Downey and Slocum (1975)
- . 26

2
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- suggested.that "uncertainty can be defined as a state that pifgts when. an
g

< 1

- individual defines himself as engaging in directed behavior based upon less o
3 < R ! .

‘ : , e L
than.complete knowledge of (a) his existing relationship with his environ-

[ !

ment, _(b) the existence of and knowledge of conditional, functicnal re-

v

S . . . NI .
- lationship between his behavior and environmental variables to the
A ,

PO .
ey

"occﬁrrence of a future (tl) self-envfiﬁnment relation and (c) the place of
future (ti) selflenvironment'relative withiﬁ the longé} time frame (t2°°°t3)
of d Selffenvirénment relatipné hierhrchy." (p. 571). All thege defini-
tions h;ve in common a discrepgncy between the actual and ideal level of
information for adequate‘role Eehavior. Tﬁié discrepancy could take the
form of lack of:sufficiént information, or the vaguenesg of such informa-

-tion. K;hn et al. (1964) found that 35% of American wage-and-salary
workers wefé‘distprbed by lack of clarity regqfdipg thg scope and'responsi—
bilities ofltheir jobs, 29% by lack of clarity of their co-workers' expecta-
tions, 38% by the inadequaté information to do the job, and 32% by

L > - - - ? - .ﬂ
5 uncertainty regarding supervisory evaluations.

Role Overload. This stress has sometimes been included in the role

;5° 4§t conflict classifécation (e.g., Kahn et al., 1964). These authors indicated
i;' /( T::;%}&S% of the male wage and é%&afy wofkers were disturbed by having too
: high a- work load, while 43% were disturbed by the fact that the quantity
of work they had to do interfered with its qugligy. The rationale behind

2

subsuming role overload. under role conflict was that people often experi-

-3

§ 3 enced role overload as a conflict between quality and quantity. Following
b " Kahn and Quina (1970) and Beehr (1974), role overload is conceived of here
as having too much wéfk to finish in the time available. Role overload,

therefore; refers primarily to time pressures experienced by focal persons,
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and bears little conceptual resemﬁlance to role conflict. That the ex- .

périenced component of this role stress differs empirically from the

objective component becomes clear from a study by Sales (i969), who found

a ccfrelation of cnly .40L5étﬁéen objective and perceived role overload. :
Furthermore, ‘it has been suggested (Katz & Kahn, 1978) that quantitative

qverload (having too much work to do) should be distinguished from quali-

&

tative overload (having work that is too difficult to do).

€

Role Underload. This stress refers to role expectations that are too

easy or too few in number. Thus, two aspects of role underload can also

be distinguished. Quantitative underload refersoto having few role expec-

S

tations, and qualitative role underload refers to the ease with which role

\ - [y
A » - »
exgectatlons are met. Thus, role underload can be viewed as having too

little work to do, or as the underutilization of skills and abilities that
an individual may have acquired through schooling or experience. . The
second, underutilization'component is the one that has been researched
pften in the past. Few authors have,. however, at%empted to establish
thorough conceptual linkages between role underload on the one hand and
role strain on the other.

Role Insufficiency. This role stress is concerrned with the inadequacy

of materials and supplies necessary for successful role performance,

and bears conceptual resemblance to some of the other stresses. Inadequacy
of time to meet role expectations, for example, is subsumed under quanti-

tative role overload; likewise, when inadequacy of information centers on

role expectations, role ambiguity occurs. In other words, role insuffi-

ciency occurs when the role expectations are clear, but when the materialsx

and resources (other than time) are not available to meet these role




e

expectations satisfactorily. Like role underload, role insufficiency has

. been examined only infrequently in the past.

Other Role Stresses. A plethora of other variables has also been

-

labeled stresses in the past. These include phenomena such as the amount

of noise and light in the workplace (clearly characteristics of the ob-

" jective enviromment), relationships with supervisors, peers, and sub-

ordinates (global variables whose. relevant aspects can easily be subsumed

under the five stresses discussed above), and job monotony (a characteristic

of the job). These other phenomena cannot be considered stresses under

the definitions and conceptual framework used here; some of them will be

discussed, however, as'potential precursors of the experience of role

o

stress.

Sources of Role Stress

It was mentioned earlier that, in the past, researchers from widely

diverging fields displayed a fondness for discovering the consequences

>

of role stress. Several authors (e.g., Newman § Beehr, 1979; Selye, 1974;

Van Sell, Brief, § Schuler, 1981) have also tried to identify the personal

and organizational strategies oﬁtimal for coping with stress. A shift in

focus to the precursors of role stress, however, paints a different picture.

Here the work seems to be quite fragmented and little more than an infer-
ential determination of the precursors of role stress is possible. Since
. .

role stress is a significant determinant of people's physical and mental

-health, and since role stress can affect the effectiveness of people's

functioning (see next two sections for the relevant literature in this

17 -
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insights negesséry‘fbr the reduction of role stress among employees in
various organizational settings.

Though systematic investigations of the precursors of role stress have
been conducted rarely, various typologies of the sources of role stress

have been'proposed in this regard. Landy and Trumbo (1976), for example,

‘proposed the following intuitive list of the causes of stress,.‘or stress-

ors: job insecurity, excessive competition, hazardous working conditionms:,
Eask demands, and long or unusual working hours. Gross (1970) provided
three broad classes of sources of stress: organizationél careers (not
los1ng ]Ob career advancement, d1seng¢gement), task (routinization of
work task d1ff1cu1ty), and organlzat1ona1 ggructure. McGarth" (1976)
delineated six Sources of stress: task, fole, behavior setting, physical
environment, socialvenvironment, and characteristics brought by the person
to the job. Poulton (1978) offered the following list of blue-collar
stressors: ‘poor visibiiity, no%se, vibration and motion, témper?ture and
wind, atmospheric pollutign, atmospheric pressufe; heavy work, p;rceived
danger, work overload and underload, night shifts and loss of sleep.
Cooper‘and Marshall (1975, 1978) listed'sources of managerial and white-
collar stresses in a progression from individual-centered to total environ-&
ment-centered. Their list includés factors intrinsic to the job (e g.,
working conditions, work load, time pressures), role factors (e.g.,
ambiguity, conflict, responsibility), relations within organizations (e.g.,
with superior, with subordinates, with colleagues, personality conflicts);

career development (e.g., promotion, job security), being in organizations

(e.g., lack of effective consultation, restrictions on behavior, office

poiitics), organizational 1interface withk outside (e.g., marriage partners, -
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mobility), and factors intrinsic to the individual (e.g., personality, in-

ability to cope with change, etc.). Among the objec.ive role requirements

b SR 1 RN IR o T i T
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that Miles and Perreault (1976) related to multivariate role conflict orien-

iwq;

tations were the importance of selected job activities (integration and
boundary-spanning activities, personnel supervision, and scientific research)
and role set characteristics (organizational distance and formal authority
of fole senders). Parasuraman and Alutto (1981) proposed a two-step frame-

work where contexual variables (subsystem, shift), role variables (job level),
<

?

and task variables (autonomy, ‘complexity; interdependence, routinization,

. . ~ ’
closeness of supervision) precede the occurrence of stressors (interunit

¥

conflict, technical problems, efficiency prdblems; role frustration, staff

" " Xk RSN M S A Y e
< PR :u'\‘s - -] N
' i
P b

shortages, short ldg; times, and too many meetings), which in turn result in

w7

the experience of stress. Kets de Vries (1979) offered the foIlpwing list
- of stressors: organizational design variables (physical work environment,
incentive system, technology, role pressdres, work load, and boundary activ-

: ities), interpersonal variables (leadership style, absence of group cohesion,

lack of participatioﬁ and responsibility for people), and career variables

(océupational level, entry, mid-career, retirement, demotion, stagnation,
sequence, and obsolescence).
It is clear that sources of étress have often been confused with as-
- pects of stress in these classifications., Furthermore, even when the
sources of stress are defined, they vary considerably in their spécificity.
4 In the present conceptualization, five broad categories of stressors. are
considered important, viz.: 1) environmental or extra-organizational

~ ~

stressors, 2) organizational stressors, 3) group or interpersonal stressors,

4) jgb-rqlated sgge§§prs, and_S) ig}ggpgrsonglmgy ipdividual stressors. ) ;
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Environmental stressors refer to relevant external influences on the orgam-

zation and organizational. part1c1pants, for example, the client system of a
service organization. Organizational .stressors refer to system properties

of the total organization such as size, communication networks, hierarchical

-
-

structure, etc, Interpersonal stressors refer to the nature and quality of -
relationships with various role senders.) Job-related stressors include
characteristics of ;he task, e.g., responsibility for others, variety, etc.
Finally;iatrapersonal stressoxrs are characteristics that the individual

brings to fhe’organizational setting, such as personality traits, values and

biographical factofs, Each of these notential stressors is discussed below,

1. Environmental Stressors. As mentioned earlier, environmental or

extra-organizational stressgrs characterize the external environment. At
least three envrronm‘ental variables may have an impact on work-related
stress. These are the prevalence of boundary-spanning activities, multiple
role incumbency, and occupational status/organizational rank.

Kahn et al. (1964) reported at length about the stress experiences of
individaals in boundary-spanning positions in organizations. Individua}s .
who ,must be responsive to the role expectations of people outside formal or-
ganizational boundaries, as weli as to the rdle expectations of organiza-
tional members, i.e., individuals in beundary-sﬁanning positions, are
considered particularly susceptible to stress, The classic case concerns

the factory foreman as the "man-in-the-middle," subject to the role expec-
tations of both the upper management and the subordinates. Kahn et al. (1964)
found that positions located close to the surface of organizational bounda-’

ries, such as those involving labor negotiations, customer contact, etc.,

were subJect to greater stress than were p051t10ns farther away from

32
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boundaries. These findings have been replicated and extended jn a numbe;
of studig§, the fesearch indicating that the visibility of the boundary -
position may be significantly related to the experience of stress (e.g.;
Adans, 19763 Dailey, 1979;\Mi1es, 1975, 1976a, 1976b; Milés & Perreault,

 1976; Organ, 1970). Using cross-lag correlations, Keller (1978) found no
causal relationships between boundary-spanning gctivities,and role conflict
and role ambiguity, glthough causal, positive re{gtionships were suggested
between boundar&-spanning activities and satisfaction. In a related vein,
Rogers and Molgar (1976) found that the number of interorganizational con-
tacts was significant}y related to experienced role conflict (But not ambi-
guity). . .

A f}equent characteristic of boundary positions is the lack of formal
power over members of the role set. The foreman has little formal power over
upper management, the teacher over the community, or the salesperson over
customers. A boundary role-occupant is confronted with d large number of
‘role senders whose role expectations may be hard to predict or éatisfy, and
whose role demands he/she has little or no authority to cancel or modify, It
is not surprisiﬁg that undgr these conditions the focal person in a Soundary
position would experience role stress.

. Public school teachers, in addition to being the recipients of role ex-

pectations from a multitude of intra-organizational sources, also have par-

ents, the community at large, etc., as role senders, Using the case of the
teacher as paradigmatic, Mertor (1957) remarked that '"the teacher may...

become subject to conflicting role expectations amoﬁg...professionai col-

leagues, influential members of the school board and...the Americanism Com-

v

mittee of the American Legion. What is an educational essential for the one,

©
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may be judged an educational frill, or as downright subyersion by the “other,"

*(p. 1125. Similarly, Wilson (1962) noted that "th® role-set of the teacher

is especially formidable...because everyone in contemporary society has

K »

ready opinions about what the. teacher does and should do.'" Liebgrman (1956)
contrasted teachers, who believed the community must be "sold" on every
decision, with physician$: the latter group does not require a community
poll before ékperimenting with a new-medicine or procedure.

This research suggesfs that the extent to which teachers perceive .
their roles to be visible, boundary-sfﬂnﬁing ones will determine in some
measure th;ir e#perienced role stress. N

Multiple:zole incumbency concerns the number 6f different roles “hat
the teacher isjsimultaneously fulf@lljng. A teachg? who is a spouse,
parent, church-goer, comﬁunity worker, etc., will probably experience more
work-related stress than one who is single with few social and familial
6bligations. Simply in terms of the amount of time available to perfomm .
the work role, a multiplé‘role incumbent is lékely to experience more role
overload. Various investigations support the notion that an executive with
a supportive wife who does not allow the familial role to impinge on the
work role of her husband is more successful and subject to less role stress
than an executive whose spouse does not perform this function (Barbér,

1976; Beattie, Darlington § Cripps, 1974; Gowler § Legge, 1975; Guest §

e e - - oo - — -

Williams, 1973; Hardy, 1975, Pahl § Pahl, 1971).

-The majority:of school teachers in America tend to be females. Fe-
males ‘traditionally have been unable to elicit such supportive behavior
from their spouses. On the contrary, in addition to performing their own

work role, they perform the supportive function for the spouse. This dual
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creases in the functional impbrtance of teachers (and the resulting growth

particularly susceptible to role stress, and that status dilemmas are in-

role fulfillment among the vast majority of teachers supports the argument
that they will experience higher stress than othér employee groups.

. Occupational status and organizational rank have been frequently dis~
cussed as ‘potential sources of work role stress. The professional status
of teachers has been the subject of much theory and research. Corwin

(1965), for example, noted that the position of educators in America is

herent in '"the efforts of teachers to carve out a professional status amidst

the growing inroads of complex bureaucracies." (p. 2175.‘ Thirty years

ago, the status of teachers was determined as falling somewhere among the

midgle'ranking occupations (Natioﬁal Opinion Resear%h Corporation, 1947).

In ore survey, 11% of the public ranked teaching with labor and service
work, when compared in prestige to such acknowledged professions as medi-

cine and law (Terrien, 1953). But feachers' status has fluctuated con-

siderably with changes in the social system, particulariy with changes in

‘the status of women and children in society (Corwin, 1965).' Despite in-

in the numbers of teachers (Fund for the Advancement of Education, 1955)) .

and the requisite qualifications for teachiné (Stinnet, 1952; La Bue, 1960),

the elevation of teacher statusohas been somewhat slow.

In addition to inter-occupational status differences, there are status

differences among the teachers themselves. Wilson (1962) remarked on the

s A - o h x

status of a humanities teacher in a technical college: '"his subject is

thought of--by colleagues and clientele aliké--as a trimming, a piece of

J 4

ministerial whitewash with n® significance for the real business of the

institution."

(p. 28).

Similarly, with the growing emphasis on a narrow

’,
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.range of academic goals, teachers of art, woodwork, domestic science,

status to be low, they will exper1ence higher role stress.

24 .

rhysical education. etc., have sometimes been viewed as 'extras' and as

'instructors' rather than.'educators' (Grace, 1972). Teachers of mathe-

-

matics. science, foreign languagss, etc.,. on the other hand, enjoy rela-

tively high status within the teaching occupation, R

v
:

Various studies havé attempted to determine the relationship of

°
2

occupational status to indicators of role stress (perhaps better categor-
ized as role straln) Kasl and French (1962), for example, found a posi-
tive ‘correlation between status and self-esteem in a study oé two large -
comﬁanies. They hypothesized that "occupants. of high status jobs will
have a favorable objective public identity, that is, high objective public

esteem. ;ObjectiVe public esteem largely determines subjective public

esteem, .which in turn stronglf’affects self esteem" (p. 76). Gurin, Veroff,
and FeXd (1960) found a positive association between occupational stétus
and job satisfaction, whi}e various studies have established a positive
relationship between orgamizational rank and job satisfaction (Katz §

Kahfi, 1952; Mann § Pelz, 1948; Morse, 1953). Kahp et al.° (1964) confirmed
a relationship between status and role stress. In a SOC1olog1cal analysis
of status 1ncon51stency and marginality, Starr (1977) argued that status
inconsistencies ‘are vften related to symptoms of strain, including diag-
nosed mental disorders, social isolation, and the most extreme symptom--
suicide. Thus, to the extent that teachers perceive their occupational

!

- 2. Organizational Stressors. The second potential source of stress

is simply 'being in the organization' and che threat to an individual's

freedom, autonomy, and identity this poses (Cooper § Marshall, 1978). A

. 36
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comprehensive study of organizationgl stressors, however, requires multi-
:organizational designs which are difficult and expensive, heﬂce rare (Katz %
& Kahn, 1978). éven within an organizational setting, the s&urqes°of stress

are not always randomly distributed; rather, they vary systematically among

the dlfferent roles and different levels or positions in tke organ1zat1ona1

hierarchy (Parasuraman § Alutto, 1981). In_general however, several or-

e

l ganizational stressors can be identified, including organizational structure
: and process, hierarchical position, and participation in decision-making.

- o .

l That structural variables affect employee attitudes and perceptions has

s

been demonstrated in many studies (Adams, Laker, § Hulin, 1977; Herman, K
Dunham, & Hulin, 1975; Parasuramdn § Alutto), 1981). A program of\research

by Pugh and his colleagues (Pugh, Hickson, Hinings, § Turner, 1968; Payne

§ Pugh, 1976) has also attemptéd a specification of the impact of organiza- s
tional structurc .nd organizational context on the immediate social and

“task-related environment of the individual. Organizational size has been

t‘-. 4“"‘

most comprehensively investigated in this regard. Payne and Pugh (1976)
reported substantial associations between organizational size and role
differentiation; role differentiation in turn was related to the specificity
of role definitions and expectations. The authors also fqund size to be <
related to measures of role behavior and strain. Kahn et al.'(1964) fognd
an almost linear relationship between organizational size and the degree . . .
of experienced role stress. In their summary of vhe research on organiza-
" tional structure, Porter and Lawler (1965) indicated that size was associated

with job-related behaviors. Thus, it seems reasonable to argue that school

size will affect the role experiences of teachers.

Relationships between hierarchical position and role experiences have

»




been inconsistent in past research., Hierarchical position is pcsitively
related to role and organizational perceptions (GormaA & Malloy, 1972;
Payne § Mansfield, 1973; Schneider, 1972), but since the reward systems

are also superior in the higher hierarchical positions, the results are

difficult to interpret. Kahn et al. (1964) reported that maximum conflict

<
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is—experienced-at-the-upper-middle-managerial-echelons, -and—that.direct. __  _____
and indirect supervisoxy responsibilities are‘positively related to ex-
perienced role stress; To the extent that teachers are viewed as being
located in the middle levels of the school hiera¥chy, they will experience | .
greater role stress. ' . )
Pugh et al. (1968) indicate that three aspects of operational features
form an overall dimension labeled "structuring of activities." These are:
1) specialization, the degree to which tasks and duties are subdivided

within the organization; 2) standardization, the degree to’which procad-

ures and rules for carrying out tasks are specified; and (3) formalization,

the degree to which procedures and rules exist in a written form, Hickson
(1966) summarized a number of studies indicating that specificity of role
prescriptions reduces confusion, is more motivating, but results in greater
anxiety aﬁd power conflict. Negative relaticnships between formalization

and role ambiguity (but not role coﬁflict) were also reported by Rogers

-and Molnar (1976). From a review of the research, Porter, Lawler and

Hackman (1975) concluded that there is no ideal "structuring of activities,h —
and that the requisite structure should partly depend on the situational
factors. Along similar lines, Schuler (1977) reported that structure,®
technology, and task characteristics interacted in the‘resultant levels of

role conflict and ambiguity. Moch, Bartunek, and Bras; (1979) also found
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significant structure-stress correlations. Structuring of activities may
result in greater role clarity; it could also produce higher levels of

role underload, in that the role expectations are too easy. In other words,
the presence of rigid structures can be a source of greater or lesser role

stress.,

The bureaucratic structure of the school:has been investigated fre-
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quently as a potential source of teacher attitudes. For example, Moelier.
and Charters (1966) found a significant positive relationship between the
bureaucratic structure of the school system and teacher seﬁse of'power.
Similar findings were also reportéd by Isherwood and Hoy (1973), Hoy,
Newland and Blazovsky (1977), and Niremberg (1977). '

Multiple authority ;tructures are also potential sources of role stress.
Several studies have shown that the presence of mu{ﬁiple authorities or
“bosses" disrupts a; individual's orientation to the organiration and the
profession by forcing.him/her to choose among these "bosses" (Etzioni,

1959; Evans, 1962; Gouldner, 1958; Kaplan, 1959; La Porte, 1965). Zawachi
(1963) found that role confl: st results from dual hierarchies in hospitals,
Simi lax résults have been reported by Frank (1958), Ditz (1959), and Ben-
David (1958). Thus, the extent that teachers have multiple role sanders,
they will experience greater stress.

A potential source of organizational stress frequently examined in
educational and non-educativnal settings is participation in decision-
making. Coch and French (1948) were among the first to examine the: effects
of participation in decision-making on individuals. French and Caplan

(1970) found participation to be associated with lower job-related strain,

Buck (1972) reported that participation was .related to stress among both

&

L)
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al maﬁagezjs and lower-level workers, while the research of Margoiis, Kroes,

' ° and Quinn (1974) showed that this phenomenon was the mest consistent pre-

. dictof®of role stress'in a national 'sample of workers. Teas, Wacker, and .

:l Hughes (1979) also found partigipaéion ir: 'decision-making to cause role clar-

: ‘ity among salesmen. In addition to the profusion of work’done in industrial

l settings, some research indicates that participation in decision-making is

l—~' — —Telated-specifically to the role stress of teachers. For instance, Mohrman, ‘-.' -
Cooke, and Mohrman (1978) found participation in the technical domain to be

' negatively related to role ambiguity in a sample of 460 teachers from 22

l schools. In a similar vein, Oliver and Brief (1977-78) reported that job

; control was negatively related to role conflict ana role ambiguity. A
studx by Ivancevich (1979) demonstrated that - oo much participation, as
wé}l as too little participation (decisional saturation and deprivation)
were associated with stress. Thus, participation, as weil as the amount
of participation, is important as an antecedent of role stress. In short,
° organizational size, structure, chains of command, and decisional delega-

tion may all be potential stressors for teachers.,

3. Interpersonal Stressors. Interpersonal forces can be significant

stres.sors. For {nstance, Miles (1977) reported that the role-set config-

uration was an important predictor of some types of role conflict and role
ambiguity. Three sets of interpersonal Stressors can be identified within ;
an organizational context: -supervisors, peers, and subordinates. In the

case of teachers, students are special subgroups of interpersonal stressors.

From a review of research in the preceding twenty-five years, Blocker

and Richardson (1963) concluded that the administrator was the key figure

in teachers' attitude: about the job. The quality of the administrative
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‘relationships and the quality of leadership within the school system was

W v oea

éf paramount importance (Sergiovanni, 1967; Grassie and Carss, 1972). T ;i

2" Eedeian Armnekis: and Curran (1981) reported significant relationships be- - ;

. tween role confhct and role ambiguity on the one hand and supervisory

B3

M

» M 3
support supervisory goal emphas1s superv1sory work fac111tat1on, and

_supemsory interaction facilitation on the other. The importance of the

2 <

relationship with supenors as a source of role stress has been emphas1zed

~—~also 'in research .done with managers and workers in other settmgs (e.gv,
. . N

¢
%
:

T

Buck 1972 French 6“Caplan,eJ.970 Kahn et al., 1964 Walker, Church111

/ "‘*T — 3 . d
& Foxd, 19 75).

Relgtionshié with peers is another interpersonal stressor. Besides

. # . the obvious factors of office.politics and colleagues' rivalry, another as-
. pect of peer relationships may be stressful. .,Stress may- result from a lack

l - of adequate peer support in difficult social situations-(Lazarus, 1966).

Bedeian et al. (1981), Morris -{1975), and Minzberg (1973), among cthers, .

-have emphasiied the relevance of peer relationships and soci support in

l the stress experiences of employees. With- teachers as with other employees,

il peers (i.e., the other teachers in the school) tend to be a2 major source of

l_( Tole expectations and role .information; thus, they are potential sources of

:" °  high or low role stress.

Relationships with subordinates are the third set of interpersonal

l:

l . " stressors. For 1nstance, Miles (1975) found personnei supervision tq be

-

l ’ |- Officially, a critical aspect of the teacher's role is the super-

[
vision of others' (i.e., students') work Jackson (1968) argued that the

pressure of numbers and time force the teacher to fulfill the roles of

|

i




traffic cop, judge, supply sergeant, and timekeeper, as well as the tra-
ditional role of imparting instruction. The teacher is a key factor in

the development of the social climate of the classroom. Desﬁite the de-

.

~ velopment of the "open" school, the basic relationship between teachers

3

‘and students is one of dominance and submission (Stub, 1975). Although

- -

the dominant force is the teacher, however, he/she cannot control the

- ‘ - - - -
social’climate of the classroom, merely influence it. Every class is com-

[y
° v

.. prised of students who differ along a variety of dimensions. Given the

_variety among students, the fact that students'epitomizg the essence of ' -

»

~ teaching,-and-the multiple roles the teacher adopts in-relation to stu-

dents, it is easy to regard the relationship between the teacher and the

student as an interpersonal source-of stress. Lortie (1975)_noted

s
" b4

that "other sources -of satisfaction...pale in compariscn with teachers'
exchanges with students...We would therefore expect that much of a teacher's )
work motivation will rotate around the conduct of daily tasks--the actual »

instruction ‘of students." (p. 104).

Thus, the nature of the relationships a teacher has with school admini-

sfrators, with other teachers, and with his/her students will determine, in

large measure, the extent to which his/her work life is stressful.

4. Job-Related Stressors. These stressors characterize the job per:

\ -

se that the employee is performing. In the case of teachefs, job-related
stressors reside in«th% actual classroom duties, as well as the other ﬁct—
ivities that forma;lyjér informally, constitute the job description.

Several poteﬁt job s£;e§sofs can-be identified, including résponsibilityl

for othérs, job variety, task completeness, noise, and the physical job

conditions.




Responsibility for other people, as opposed to responsibility for
things, has been considered a major job related.stressor (French & Caplan,
1970; Pincherle, 1972; Terhune, 1963 Wardwell, Hyman, § Bahnson, 1964)

In an examination of 148 department chairmen, Carroll (1974) found that
oecisions affecting the well-being and professional status of department

1)

personnel were the highest source of role conflict. Likewise, Gavin and

v

Axelroa'(1977) found responsibility for others to be related to many
stresses--role conflict role ambiguity, quantitative work load, and ]Ob
pressures. A major role expectation for teachers tends to be responsibility
for students. To the extent that the teachers' received role encompasses
requnsibility for students,- they should experience greater stress. -

fne fit between the_individﬁal and the job demand constitutes the
essence of role stress. It is surprising, therefore, that little attention
hasibeen devoteé to a systematic elucidation of.job characteristics that
may be potential stressors. Several job-related sources of stress can be
ioentified intuitively, however. Varietg‘is the number of different tasks
that an individual performs as part‘of the job (Hackman § Lawler, 1971).

The' different tasks that may constitute a teacher's job were discussed

earlier. These multiple role expectations may lead to role conflict, role

'overload, role insufficiency and, perhaps, role ambiguity. Job variety can

therefore by hypothesized to be a relevant source of stress,.although
Walsh, Taber, and Beehr (1980) found the correlations between role clarity
and variety to be insignificant. Task completeness, the extent to which
an individual finishes an entire product or does a whole piece of work

(Hackman § Oldham, 1976), is another potential source of stress. Role

ambiguity and task~identity were found to be significantly related in a
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study by Walsh et al. (1980).\ With reséect to the teacher's role, Neill
(193?1 éeﬁarked that "most teachers have a more or less Vague feg}ing that
their work is pouring water down a drain...because he has a job'that_never
'finighes, a job in whiéh ﬁg can see no end."” Such feelings caﬁ_lead to ‘
various kinds-of stress, including role ambiguity and np:e underload.
Feedback, or knowledge of results, is ;~further poténtial source of stress.
For instance{ Teas et al. (1979) found peerrmahce feedbackryelated to role
clarity- among salespeoplé. Similar results fbfbo£h éask aﬁd supervisory ’

£

feedback were reported by Walsh et al. (1980}, although a study by Moch

et al. (1979) found only a few significant relationships in this regard. -

.Wilsqn (1§§2) discussed thg stress inherent in the teacher's job because
there. are no clear iihés of demarcation to inform the focal person when
S, X ‘
he/she has finished his/hei job. The definition of a "good'" teacher does”
not.re'st with the examination-passing ability of students. It encompasses
the moral, social, and psychological development of students as well.
" Given the wide variety of viable criteria for excellence, the teacher is
hard pressed to assess the quality of his/her yprk or the inherent role
~expecfations. A higher degree of stress uﬂder.fhese conditions is not
surprising. i )

These and similar job characteristics may enhance the level of stress

experienced by teachers.

" 5. Intrapersonal Stressors. A variety of individual sources of
stress have been proposed. These sources of stress can be classified under
two general categories: personality variables and biographical variables.

Among the personality variables that have been investigated as po-

tential stressors are Type-A personality, characterized by attributes such

e

“y

44




- + as hard-driving effort, striving for achievement, aggressiveness, haste,
. impatience, etc. (Jenkins, Zyzansk"i & Rosenman, 1971). Much research has
established that Type-A behavior is related to symptoms of strain such as

coronary heart disease (Brand, Rosenman, Sholtz, § Friedman, 197v; Fried-

' : man & Rosenman, 1959; Rosenman, Brand, Jenkins, Fr‘iedman, Strauss, § Wurm,
M ’ 1975; Rosenmém § Friedman, i961), although this research‘ is ?rimarily fo-

l ‘ cused on §ndustrial éamples of workers. Caplan et al.. (19»75) did find,

”. };owever, that administrative profes‘sors and family phyéicians sc;>red high-
L -est on the. Ty"pe-Al scale, and-Keenarn and McBain (1979) found Type;A behavior
l to be related to experienced role overload. .

v Sarbin and various colleagues (summarized in Sarbin § Allen, 1968=)

' found a variety of personality characteristics including neuroticism,
. authoritaﬁanism, rigidity,’ and schizophrenia, to be rflated to role-taking
i " ability. Because the present.study focused on "normal" populations, and
because the teaching job necessitfat_:es constant interac;fion with people,
authoritarianism and rigidity were considered the most relevant intra—
personal stressors.

Value orientations are another aspect of an individual's personality
that may be potentially stress-producing. For instance, Corwin (1965)
argued that the local vers’us césmopolitan dimension of value orientations
is critical in a teacher's work iife. -Musgrove and Taylor (1965) also
provided evidence that the moral orientation of the teacher's role is still
sti;‘ong, and that éreater weight is given to moral orientation than any
ot‘:};er factor isubjec;: instruction, social training, etc.) by most grammar
school teachers. 'Likewise, Grace (1972} hypothesized that teachers with

strong moral orientations would experience stress because of conflicts with

y
-
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the wider cultural, tendencies. Kahn et al. (1964) argued that it is not

merely the normative climate of an organTbation,'Bup also deviance from

the normative climate, that is potentially stress-producing. Overall, then,
N H

the deviance of teachers from the normative climate of their schools is

-

.

likely to be stressful.

o

In addition to personality variables, many demographic/background
characteristics have_also;been related. to role stress, either directly or
indirectly.- Age is a variable that has been frequently explored in this

regard. For example, Spindler (1963) argued that older teachers would be-

more subject to role conflict, partly because of the increasing age gap.
. [+4 ~ -

between teachers and students. ‘éénder has also been considered important

in this context. For imstance, Tung‘(IQSOL found that female school ad-

A

ministrators experienced substantially lower Ievels pf self-perceived
, .
occupational stress than their male counterparts. Paul (1975) reported

that the relatlonshlp between role stress-on the one hand and role straln

? oy .
- b4

and withdrawal on the other tended to be dlfferent for men than for women.
Other variables of interest are tenure, socioeconomic status, and race,
although little systematic attention ha;;been focused on these variables.
In terms of the value structures and the expéctations that individuals

bring to the work setting, however, these variables are relevant as po-

tential stressors.

v
-

In short, the intrapersonal variables that are likely to be potent
stressors for teachers include authoritariinism, rigidity, Type-A perso-
Y b

nality, vdlue orientations, age, gender, tenure, and other background

characteristics.

3

Summary. Five stressor groups were discussed in the foregoing section.

%
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study of 762 male kibbutz members, Shirom, Eden, Silberwasser, § Kellerman

R RN TN EE R I

Vafying amounts of research evidence exist about the potency of these .
stressors. In most cases, however, it is reasonable to assume that environ-
mental, organizational, interpersonal, job-related, and intrapersonal
characteristics will have an impact on the degree of stress experienced by
teachers.

Role Stress and Role Strain -

o

In this section, the re1at1onsh1ps between the different stresses -and

the phy51olog1ca1 psychologlcal and behaV1ora1 strain symptoms is dis-

>

cussed. The section is organized around specific role stresses. That is,

the relationship of role conflict to different strains is discussed next,

H

and so on. As mentioned earlier, the focus here is on the subjective

%
I

experiénce of role stress as the immediate precursor of role strain. ®

Role Conflict. This stress was ‘defined earlier as a threat to the
» ,

focal person in the form of incompatible role demands. Role conflict is

one of the most popularly studied stresses, and the evidence is consistent ;
regarding ehe relationship between role conflict and role strain.

In a stratified random sample of 318 males in 23 different occupations,
Caplan et al. (1975) found that role‘conflicf'was the stress most strongly
related with measﬁres ef irritation and somatic complaints; role conflict
was also relatee consistently with anxiety aﬁﬁ depression. Kahn et al.
(1964) found that role conflict was associated with job dissatisfaction

a

and job-related tension and that this effect was moderated.by the power

and euthpiity of role senders. French and Caplan ‘(1970) reported that.the

mean heart rate of 22 NASA employees over a two-hour period was strongly .

related to their reported role conflict. In a medieally sophisticated
\
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(1973) found a significant relationship between role conflict and coronary
heart disease, but only for white collar workers. The data'indiéated
further that the less phy51ca1 exertion required by the job, the stronger

elationship between role stress and strain. Similarl&, Margolis and

(1974) found that foremen (who have high role conflict-prone jobs)

Jeven times as likely to develop ulcers as shopfloor workers. A simu-

latiop.study by Mannihg, Ismail, and Sherwood (1981) also demonstrated

\

~ that physiological, affective, and performance measures distinguished be- -

- { ‘ .
tween individuals who were and were not exposed to role conflict.

Bedeian et al. (198i)‘reported'a significant positive association
Bet;éen role conflict and tension. A positive relationship between role
conflict and psychosomatic symptoms was also reported by Morris and Koch
(i979).

" In a’study of role conflict in army schools, Getzels and Guba (1954)
found that role conflict was negatlvely associated w1t£ teaching effective- .
nessf Gross, Mason, :nd McEachern {1958) found significant negative corre-
lations between perceived role conflict and meagures of satisfaction among
schogllguperintgndents. Rizzo et al. (1970) discovered significant but(
weak correlations betweep role conflict and satisfaction, anxiety and pro-
pensity to leave the organization. Significant negative re}ationships
between person-role conflict and intrinsic and overall satisfaction were
also reported by Johnson and Stinson (1975). Gavin and Axelrod (1977)

‘ .
also reported significant correlations between role conflict and anxiety

depression-irritation and work satisfaction. Miles (1976a) reported that

‘role conflict was positively associated with job-relaied tension and

anxiety and negatively related to job satisfaction and interpersonal

L)
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relations. Likewise, Batlis (1980) found significant relationships between
intrasender, intersender, and person-role conflictjon the one hand and job
satisfaction, joB-rglated anxiety, and propensity to leave on the other.
Other studies to discover negaiive relationships between role conflict and
job saéisfaction include Abdel-Hzlim (1978, 1980); Keller (1975); Miles
(1975); Oliver and Brief (1977-78); Posner and Randolph (;§86); Senatra
(1980); Stead and Scamell (1980). On the other hand, Keenan and McBain
(1979), found‘iﬁsignificént correlations to exist between role conflict and
job satisfaétion and tension. Schuler (1975) argued that the 5rganizationa1
level of employees may moderate the relationship between role conflict and
job satisfaction, though Bedeian et al. (1981) reported finding no such
moderating effects.

" The fofegoing discussion indicates that role conflict is related to a
number of strained responses.that are primarily psYch&logical and physiologi-
cal in nature. Of courSe, not all the consequences of role conflict will
necessarily be dysfunction to the individual or the organization. Coser
(1956) argued thatv"a flexible society benefits from conflict because’ such’
behaviour,!by helping to create and modify norms, assures its continuance )
.under uncharged conditions." (p. 154). While some degree of conflict may
promote the effective functioning of the individual and the social system,
-intense conflict "will exact a price, both in terms of individual well-
being, and organizational effectiveness" (Kahn'et al., 1964, p. 53).°

In summary, role conflict appears to have a ‘conuistent impact on the
physiological and psychological health of employees. )
Role Ambiguity. Role ambiguity has been related to th; job dissatis-

faction, of workers in a number of organizational settings: managers

v
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(Abdel-Halim, 1978; Gavin § Axelrod, 1977; Kahnoet al., 1964); NASA scien-
tists, administrators, and engineers (French § Caplan, 1973); employees'of
research and development drganizatiods (House & Rizzo, 1972; Keller, 1975;
Miles, 1975; ﬁizzo et al., 1970); Catholic priests (Potvin, 1976); nurses'
(Lyons, 1971; Posner § Randolph, 1980); graduate stddents (Baird, 1969) ;
military and civil service personnel (Johnsonm § Stinson, 1975); engineers
and accountants (Burke, 1Q76; Ivancevich, 1980; Sendr“a, 1980) ; respiratory

therapists (Posner § Randolph, 1980); production workers (Breaugh, 1980;

Walsh et al.,, 1980); professional librarian§ (Stead § Scamell, 1980); re-

4

tail sales managers (Oliver § Brief, 1977-78); and electronics employees
(Valenzi § Dessler, 1978). Schuler (1975) found the relationship between
role ambiguity and satisfaction to be moderated by Job level among manu-

facturing °mployees, although a study by Bedeian et al. (1981) indicated

-

otherwise,

i In addition to job dissatisfaction, role ambiguity has been found to
be related to a number of psychological and physiological strains. These
include depression (Beehr, 1975; French § Caplan, 1973); anxiety-tension
(Abdel-Halim, 1978; Bedeian et al., 1981; Caplan § Jones, 1974; Cohen,
1959; Gavin § Axelrod, 1977; Kahn et al., 1964; Lyons, 1971; Rizzo et al.,
1970; Wispe § Thayer, 1957), low self-esteem (Beehr, 1976; Kahn et al.,
1964), boredom (Céplan et al., 1975), fatigue (Beehr, 1976; Rizzo et al.,
1970), and life satisfaction (Beehr, 1976). French and Caplan (1970) found
role ambigudpy to be related to increased blood pressure and pulse rate,
while Margolis et al. (1974) and Morris and Koch (1979) discovered a rela-

tionship between.roie ambiguity and a number of symptoms of physical and

mental ill-health.
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Van Dijkhuizen and Reiche (1980) also found significant correlations betweqn
;II . role ambiguity and job-related threat, job dissatisfaction,lpsychosomatic

% ‘ and psychic complaints, smoking, chélesterol ievels, and blood pressure,

l ‘ although role ainbiguity was only insignificantly related to self-esteem,
. ) heart rate, and cbesity. Keenan and McBain (1979) réported significant

relationships between role ambiguity and job satisfaction and work-related

l tension.

With réspect to the teacher's rolé, D.H. Lawrence remarked- that "you
. never kno;v what you have done or if you have really dong_anything.'i Several
' other writers (e.g., Grace, 1972; Wilson, 1962) also commented on the dif-

fuseriess of the teacher's role. Peterson (1964) found this diffuseness to
be a significant problem for female teachers in American high schools. On

ghe other hand, Gerstl (1967) considered any stress sterﬁming from role

A o ,

diffuseness to be an unlikely source of strain, while Miles (1969) found

.7

that teachers and principals almost unaniniousl): rejected the notion that
their roles were diffuse. The infrequent evidence to the contrary notwith-
standing, role ambiguity is likely to be a source of strain for teachers,
just as it is for most other employee groups.

Role Overload. Two kinds of role overload were distinguished earlier:

quantitative and .qualitative overioad. In general, both kinds of role
overload have been associated with strain symptoms. Harrison (1976) noted
that the relationship between ove1lload and dissatisfaction was consistent .
across several occupations (administrator, assembly line worl;er, police
officer). Abdel-Halim (1978) reported a significant relationship between

role overload and anxiety, and Beehr (1974) demonstrated that role overload

was associated with a number of strains, viz. , Job dissatisfaction, life

§

.

»




dissatisfaction, low self-esteem, depression, and fatigue (somatic com-

plaints were the only,straih indicators not related to overload in this
study). Kafry and Pines (1980) found role overload to be related to the
experience of boredom, while Caplan et al. (1975) found work load to be
related to dissatisfaction, and Caplan and Jones (i975) reported that this
stress was associated with anxiety. Meier (1961) generalized about the ’
organizational effects of role overload as follows: 'overload causes the
destruction of relations more rapidly than can be rebuilt through experience
and instruction" (p. 56). Caglan'(19715 found both subjec£ivé and objeé-
tivé'ﬁeasures of role overload to relate to heart rate and s;;um,cholesterol
levels émong emplofees in a government ageﬁcy. In a similar vein, Van
Dijkhuizen and Reiche (1980) found significant relationsﬂips between over-
load and job-related threat, job dissatisfaction, psychosomatic s;mptoms,
psychic complaints, self-esteem, smoking, blogd préssure, and obesity. '
Keenan and McBain (1979) also reported aﬂ association between role over-

load and work-related tension. The relationship of overload to satisfaction

was insignificant, hr tever.

B

Taking into consideration the distinction between qualitative and
quantitative overload, French, Tupper;rand Muller (1965) demonstrated thaf
professors were more sensitive to the former, and administrators to the
latter, stress; both types‘of overload were, however, tension-producing:
Similarly, French and Caplan (1970) found quantitative overload to be
}inked to cigarette smoking. Gavin and Axelrod (1977) also demonstrated
that variations in work load'were related to symptoms of strain;'quantita-

tive work load, however, was unrelated to strain measures. Russek and

Zohman (1958) found that 25% of young coronary patients had been working

, 92
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on’ two jobs and an additional 45% held jobs that required working 60

hours or more per week due to quantitative overload. Breslow and Buell's

(1960) findings support a relationship between the number of hours worked
and coronary heart disease. The work of Margolis et al. (1974) on a
representative national sample of workers indicated that overload was

related to a variety of symptoms of strain: escapist drinking, lowered

Quinn, Se;shqre and Mangione, 1971) support the notion that role overload
is a, significant factor adversely affecting the physical and mental health e
of the employee. On the other hand, Burke (1976) reported significant™

correlatioh between workload and job satisfaction. But the overall research

results suggest that both_qgalitafiﬁédand quantitative overload are related

to at least-niné different symptoms of strain: job dissatisfaction, job

I
tension, low self-esteem, threat, embarrassment, high cholesterol levels,

w{)‘. )
(-]

' self-esteem, low motivation, and absenteeism. Several other studies (e.g,
.—/,/" -

increased heart rate, skin resistance and more smoking (French § Caplan, . .

wh b goe e
.

1973).

«

In a study of 201 men and women employed in the dual roles of teaching
and c65ching at ghe college, secondary, and middle/elementary levels, Locke :
and Massengale (1978) found role overload to be the most commonly perceived -
and intensely experienced stress.

It has been no;ed that a teacher who accepts a variety of different
role expectations as being legitimate will be more subject to strainp than
one who commits himself/herself to only one major role (Bantock, 1965;

Grace, 1972} Rugh, 1961°. Thus, the teacher who is a socializer,

counselor, and liaison between home and' school as well as a vehicle for

learning will be more strained that one who is primarily a vehicle for

X “, ‘,
G N e o & am




learning. Getzels and Guba (1954) suggested that the teacher may have to

. commit herself/herself to a major role "in order to deteymine his action

P

- . at choice points." (p.173).

. Role Underload. This stress refers to role expectations that do not
make use of one's particular skills and abilities, including those an
individual may have developed in vocational training or as part of academic

. studies (Caplan et al., 1975). French and Caplan (1973) found this stress
' 7 to be .related to two role strdins--job satisfaction and job- related

. - threat. Beehr (1974) found role underload to be related to job d1ssat1:>-

i -]

: faction, low self-esteem, depression, and fatigue. S:Lm11ar1y, Gavin and
Axelrod (1977) found significant relationships between this stress and

- anxiety-depression, irritation, work satisfaction, and psychosomatic

between role underload and boredom. Caplar. et a (1975) found underload

to be related to boredom and job dissatisfaction, and ceutioned that role

: ' symptoms. Kafry ‘and Pines (1980) also reported a significant association
)

underload may be particularly serious stress in view of its high associ-
ation with many indicators of strain. |
Little systematic work has.' been (ione regarding the extent to which
teachersj skills and abilities are underused. Reflecting on why able
» public school teachers leave the profession, however, Jewett (1957) con-

cluded that '"they have discovered that very few people in their school

/
learning" and "that "they are blocked in realizing their purpose (i.e., to

teach) by working conditions existing in the public schools." It seems

apparent from these remarks that school teachers may not be able to use

. evaluate them protessionally on the basis of their wbility to promote
. their relevant skills and abilities and, as a consequence, may suffer role

o4
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Role Insufficiency. This variable has been examined only infrequently

as a‘;ble-gffes§:751fﬁahgh there is some research indicating that role
N - : . J3 ) -

insufficiency is related to rule strain._ By far the mogﬁ common associ-

”

: : : RN
ation isjuith job dissat{sfaction (Barnowe, Mangione, & Quinn, 1971;

P
e

prolg i Ena

ot
e b

Cammann, Quinn, Reehr, & Gupta, 1977; Gupta, 1981). In addition, there

- . * . s s s 4 ' 2 i
is époradlc research indicating a relationship between role insufficiency

ARG

and. depression and Selffesteem'(Cammann et al., 1977). ’

. L{ttie_research has Yfocused on the extent of role insufficiency

>

,experienced by tedchers. It seems reasonable to argue, however, that
:school teachers do not have access to the matérials, equipment, etc.,

fghat they need to do their jobs well. As a consequence, they would

' ~
i
i -

~experience Role insufficiency and be strained.

ISummary. The theoretical and empirical literature (summarized in

'\Beehr & Newman, 1978; é;hglef} 1980; Van Sell et al;, 1981) provides. ample
evidence of the deleterious effeéts of role stress on the physical and
mental wellibeing of'emplcyees.l Although the most consistent relationship
have been established betwee; the various role stresses énq.job dissatis-
faction, ; variety of other beliavioral, physiological, a;d psychological
symptoms of role strain can also be highlighted. These include depression,
anxiéty-tension, lowered self-esteem, fatigue, boredom, heart/pulée rate,
levels of serum cholesterol, and coronary heart diseasé. Unfoxtunately,

no systematic efforts have attempted to disentangle the extent to which
specific stresses a;e relate& to specific strains. Nor have researchers

. . 1
& . . os . .
tried to establish the degree to which a specific stress is uniquely
&)

associated with all the symptoms of strain. The present research repre-
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sents a beginning toward the resolution-of these unexplored issues with

respect to a specffic?employee population, junior high school teachers.

Role Stress and Withdrawal :

. In addition to the symptoms of strain, role stress has also been

associated with withdrawal behaviors on the part of the employee. The ' .
BT . P -

.rationale for expecting stress and withdrawal to be related to each other

£y

is fairly, simple. Role stress produces, to a greater or lesser extent,

<

. {
avercive conditions in the organizational environment.” Finding himself/

-:‘

oiags
)

>,

20 % A,

‘ﬁerself in a nofious environment, the employee must adapt to it in the
‘best way possible. Atkinson (1964), Gﬁéta and Jenkins (1980), and Orpen _E
(19555, ampﬂé-others, pointed out the people have afstrong tendency to ) .
. .
. ~ “avoid punishing §itua€ions. Thué, an ideal coping mechanism is to remove
oneself, physically-or.psycholoéically, from the punishing situation, viz.,
to withd%aw. In other words, role stress is hypothesized to be related
tb voluntary Yifhdrawal behaviors. .
- Many for;s of employee withdrawal can'be identified. Particularly
dysfunqtionai-from an organizag@onalaftandpoint are three forms-of
behavioral ;ithdrawgl, viz., tardiness, abseﬁteeism, and turnover. In

£ - ~

addition, the employee may also opt for psychologicai withdrawal, i. e.,

éstrangement from the organization. The relatidnship between role stress

M-i pd ‘-t.
.

- and theSe withdrawal “forms, as demonstrated in previous research, is

discussed in this section.

Estrangement. Relatively few studies have examined the relationship

between role stress and estringement. But one study (Hrebiniak § Alutto,

ey Vard e ol
y PN
T e I ,"

1972} highlighted the importance of role-related factors, such as rele

. tension, in deterffmining the estrangement levels of nurses and elementary

-

e G




and secondary school teachers. Abdel-Halim (1980) also found a negative

relationship between role ambiguity and job involvement. Likewise, Morris

and Koch (1979) found role conflict and role ambiguity to bear some

relationship with organizational commitment and job involvement (both

variables can be subsumed under the rubic of estrangeément).. In a somewhat

different vein, the work of Greene (1978) indicated that role stress and

3

" estrangement were similarly affected by outside variables, such as pro-

fessional/organizational identifécation and formalization.

Clearly, research supporting a strong relétion;hip between estrange-
ment and role stress is sparse. Froq'a theoretical standpoint, however,
it is reasonable to expect that role stress will be positively associated
with _the e;perience of”’estrangement.

Tardiness. No empirical research has examined the extent to waich

*

role stress is related to tardiness behaviors among employees. One purpose
of this study, therefore, is to explore whether role st ess leads él
lateness among the teachers in the sample.

.Absenteeism. Unlike the previous two withdrawal manifestétions,
absenteeism has been the subject of some role stress research. For
example, Gupta and Beehr (1979) found role ambiguity, role overload, role
underload, and role insufficiency to be related to absenteeism (role
conflict was not studied in this'resgarch). Hedges (1973) also reportéd
hi~her levels of absenteeism in jobs that were characterized by role stress.
Similarly, Douglas (1977)‘discovered that role conflict was a predictor
of absenteeism among 154 teachers in public and parochial schools._.On the

other hand, Redick (1973) could not detect & relationship between role

conflict and absenteeism among counselors from elementary, secondary,

1 4
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junior, and senior high schools. Overall, the results point toward a
r

strong positive relaticaship between stress and absenteeism. Steers and

’

.Rhodes~{19789.concurred_uith~this;cohc1us19n4,§QKUinz that, to the extent

TS

‘that role stress exists in the work environment, people will be less moti-

vated to come to work and may, indeed, look for excuses not to be present
at work.
. . . , . /
Turnover. This variable is by far the most researched as a potential -

consequence‘of work-related stress. For example, role conflict and role

_ambiguity have been found consictently predictive of turnover (Bedeian

et al., 1981; Hamner § Tosi, 1974; Paul, 1974; Rizzo et al., 1970; Tosi
§ Sims, 1977). Other research has related turnover to role conflict

(Batlis, 1980; Johnson, 1973; Johnson & Graen, 1973), fole ambiguity

'(AbdeI}Halim, 1980; Lyons, 1971; Orpen, 1977; Paul, 1975}, role underload

(Hellreigel § White, 1973), and role assimilation/orientation (Graen §
Ginsburgb, 1977; Orris, 1972). Guﬁta and Beehr (1979)‘reported positive
correlations between ro%g ambiguity, role overload, role underload, and
rolé‘insufficiency on the oné hand and the inter on to turn ovér on the
other hand; role underload, however, was the only stress related to actual
voluﬁtary turnover. Oveéall, the evidence is fai;Iy conélusive that role
stress is positively related to employee turnover. '

Summary. There is a dearth of empirical evidence supporting a positive
association between role stress and estrangement and tardiness. Many studies
indicate, however, that role stress is directly associated with absenteeism
and turnover. Theoretical reasons, coupled with extrapolations from the

absenteeism/turnover research, therefore, support the notion that role

stress is an antecedent of withdrawal attitudes and behaviors.

o3




Recapitulation

-

In this chapter, it was proposed that role theory be used to examine

——the work=related-experieaces—of teuchers:—Five forms—of role—stress were—— -—.

identified, viz., role conflict, role ambiguity, role overload, role under-
N - i . -

)

load, and role insufficiency. The environmental, crganizational, inter-

b 0

personal, job-related, and infrapersonal precursors of role stress were
examined. The consequences of role stress (termed role strain) were ex-
symptoms of strain. Finally, the relationship between role stress and

employee withdrawal behaviors was investigated. The research indicates,

A

. plored in terms of the behavioral, psychological, and physiological

213, b 0x

overall, that role stress is directly related to strain éympt,om“ and with-

P et e d

drawal attitudes and behaviors.
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Chapter III .

CONCEPTUAL FRAMEWORK FOR TEACHERS

M AT St § 1 s B

- f
'/ specific stresses of relevance were. role conflict, role ambiguity, role over-

'

In Chapter II, five sets of stressors were identified that may determine

the experience of stress among teachers. The.se include environmental, or-

-,
-

ganizational, 1nterpersona1, job-related, and intrapersonal stressors. The
load, role underload, and role insufficiency. Role stress, in turn, was
hypothesized to result in a variety of symptoms of strain, generally subsumed

under three broad héadings, viz., psycho;o}ical, physiological, and behavior-

al symptoms of strain, Finally, it ‘was érgged'that role stress would result,

in the manifestation of w1thdrawa1 attltudes and behaviors among. employees.

-~

These theoretlcal relat1onsh1ps .are presented'graphlcally in Flgure III.1.

In this chapter, the conceptual framework 1s eluc1dated specifically

- L [

with- respect to teachers. The different role stresses, role strains, and

withdrawal manifestations are not diseussed here, because they operate in
N

work organizations presumably without reference to the specific setting. That

is, given the presence of cei%di‘ levels' of stressors, it 1s assumed that
c ”~
teachers will experience the same iyresses strains, and withdrawal ten:enc1es

~

as assembly line workers and corporate executives. The specific sources of
stress may,‘however, vary from one ;rganizétional setting to anothers, and it
is these stressors that are discussed in éreater detail here.

The arguments presented in this chapte. draw heavily from the relevant
research presented in Chapter II. This researcﬂ is not repeated here. Many

specific propositions are extrapolations from these data, and some are con-

<

jectural in nature.
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Figure III.1

~

General Coﬁcéptual Framework for Work Role Experiences

*

Stressors

Environmental ,

1. Boundary-Spanning

2. Number of Different—Koles

3. Occupational Status and
Organizational Rank -

ks

Situafional Moderators

1. Social .Support
2. Avtonomy
3. Ouwner Stresses

Experlenced Role Stress

Role Conflict
"Role Ampiguity
Role Overload
Role Underload

Role insufficiency

1. Personality Characteristics

'Z. " Biographical Characteristics

Q f;i
RIC -

Pd
S

0§g§gizat{ona1 1
[ 1. Size 5

2. Hierarchicai Position 3'
3. Standardization *
4. Formalization ' " g'
5. Bureaucratization :
6. Participation in

Decisicn~-Making
Interpersonal
1. Relationship with Principal

and Other Administrators
2. Relationship with Other

Teachers and Counselors
3. Relationship with Students
Job-related .
1. -Responsibility for Others °
2. Variety
3. Task Completeness NOTE:
4. Feedback .

.

Intrapersonal

1| .
1
! Role Strain ’
1. Psychological
¢ Symptoms
| 2. Physiological
A . “Symptoms
1 3. Behavioral
! ) " Symptoms
5 Withdrawal
] | i, Estrangement
! 2. Tardiness
: 3. Absenteeism
4 4. Turnover
1

Individual Moderators

1. Tolerance for Stress

2. Motivation

Solid arrows indicate direct effects, studied here.
Broken arrows indicate moderatlng effects not

studied here.

c

.

62




4Ty Sagreh pAeden f e v - “

3
por
"

b

|- ‘-
-~

-

P A M AR DA AR PN IR R

50

('J

Enyironmental Stressors

Three environmental stressors were identified earlier, viz., boundary-
spanning, number of different roles, and occupational status., With respect
to boundary-spanning, it was noted earlier that teachers are.subject to role

expectations from a variety of extra-organizational sources, including

parents, school board members, the commmity at large, etc. Specifically;
J ) ’

although these groups probably exert similar pressures on all teachers,

some teachers may feel these pressures to be stronger than do others. The

I3

extent to which teachers perceive their role expectations as stemming from

P

multiple intra- and extra-organizational sources should, therefore, be Te-

lated to the role stress they experience, The visibility of the boundary-

spaﬁning role may also intensify its stressful potential., Boundary-spanning

activities‘aré particularly likely to increase experienced conflict and am-

biguity. Q 7
The different roles that teachers can adopt in their total life in-

clude those of spouse, parent, church-goe£, volunteer worker, social/political

activist, sports fan, etc, It is expécted that the greater. the numper of .

roles that teacﬁers occupy, the greater the demands placéd upén them, and

the greéier stress they wiil experience. In particular, this stré%sor is

likely to be related to quantitative role overload, o
Different individuals may hold different opinions ébout the occupational

status ;f teachers. What is relevant in the present context is the extent

to which teachers perceive others to hold their status as teachers in high

regard. In addition, the intra-occupafional status of teachers may be

operationalized as their subject or speciality areas, Teachers of special-

ity areas considered central to the goals of the school--educational goals,




N

athletic goals, etc.~-shculd experience less stress than teachers of more

marginal subject areas. Occupational status is hypothesized to be par-
ticularly related to role underload among teachers.

These three stressors were considered of greatest theoretical sélience
for teachers in junigr high schools, Exploration of the potency'bf these
and othe:‘extra—fgganizational stressors was one of the main objectives of

the present study. ~

Organizhtional Stressors

. o’ - - - . . . \
The organizational stresscis identified as significant from the pre-
vious literature include size, hierarchical pcsition, structural character-
. istics, aad participation in dzcision-making.

Organizational size is a rather complex phenomenon subject to a variety

. of definitions (Gupta, 198C). At least three aspects of size may be relevant

stressors for teécﬁers,,inclﬁdingithe total number of students in the school,
the teacher/student ratiq, and the number of students for whom the teacher
considers himself/herself resp&nsible. Although the first two measures of
size are organizat}onal constants, the’third (number of students for whom’
the teacher is, responsible) should vary within schools,,

Mixed results have been obtained in the past in identifying hierarchical
position 2s a stressor, although some evidence does suggest that middle man-
agement positi;ns are particularly susceptigle to stress. Teachers often
constitute the interface between school administration on the one hand and
students on the other. Being "in the middle'" is the crux of the middle man-
agement's stress-proneness, as noted-in Chapter II. The degrge to which
teachers ure expected to serve as liaisons between students and administration

will, therefore, form another potential stressor in the present context.

64
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Organizational structural characteéristics are generally constant within

<

organization. Thus, these characteristics are not expected to vary within

school, These phenomena can, however, vary across schools. The emphasis in

d -

-@hé—preseﬁt study is primifily on'inter;arganizationar-variations in struc-
tural characteristics, and their impact on roic¢ stress. At least three
§frﬁctu;a1 characteristics were considered rélevant--standardization, or the
degree to which issues such as curricula, criteria for admissions, disci-
plinéry procedures, etc., are spelled out and adhered to; formalization, or
the degre; to which Tules and Tegulations with reference to these issues
exist in writing; and bureaucratization, or the‘ﬁegree to which rules and
regulations are rampant 1n the school environment. .

No specific and directional predictions are made in the present research
gith respect to the féregoing organizational characteristics, i.e., with
respect to size, hierarchical position;, and structural properties. It is
expe:cted, however, that the differént st}esses will be significantly related '
to these organizational stressors. One purpose of the présent study, there-
fore, is to délimit the nature and direction of the relationships between
organizafional stressors and role stress.

Participation in decision-making in the school system can bé examined
with respect to three decision-making domains--instruction, management, and
negotiation (Mohrman et al., 1978). The extent to which teachers perceive
themselves as having input into each of these domain;—-in deciding upon
curricula, in influencing the overall objectives of the school, and in deal-

ing with problems and issues--can be a potential stressor. It should be

noted that the relationship in this case is expected to be inverse, i.e.,

lack of participation is hypothesized to be the potential stressor.




’

Participation is expected to be related to all five stresses of relevance
in the present study. P ' ‘ ‘
Thus, four sets of organizational'characteristics (size, "hierarchical
position, structural properties, and participation in decision-making) are
hypgthesized to affect the extent to which teachefs feel role stress. It

is expected that other organizational stressors may be identified empirically .

through the course of the research.

Interpersonal Stressors

Three sets of interpersonal stressors were identified earlier.. These

s

were supervisors, peers, and subordinates, ‘

7

The school principal is-likely to be the most important person in the
supervisory network of the teacher. Characteristics of the school principal,
such as rigid adherence to rules, interpersonal style, bureaucratic orienta-
tion, supportiveness,vfriendliness, etc., may exacerbate or ameliorate the
extent to which the role experiences of teachers are stressfﬁl. Other ad-
ministrators, such as assistant principals, etc., may also constitute sources
of stress to teachers by the clarity with which they communicate role ex~

‘5

pectations, the consistency of these rgle expectations, the number of dif-
_ ferent expectations communicated, ete. )

The ‘relevant peers for teachers are the other teachers and counselors
in the school. These‘peers can be the clearest reference group that teachers
have in the school environment. Other teachers/counselors can help in re-
ducing the experience of role stress, or they can enhance it. They form a
part of the teacher's role set, and they can define the nature of the role

expectations and experiences of the teacher by their attitudes and actionms,

Students are not the subordinates of teachers in the industrial sease
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of the term, but they are under the teacher's authority. Characteristics
of students,-such as their motivation to learn,.their classroom behaviors,
their socioemofgonal maturity, can all havé a significant impact on the
classroom and school experiences of teachers._ . - ___ . _____
Recently, much evide.ice has come to light to suggest that Fhe relation-
ships that teachers have with students define'the nost potent source 6f
stress for them, outweighing by far all other sources of stres; combined.
Special issues with reference to the relationships with students include
the extent to which students recognize the teacher's authority in class, the
extent to which discipline becomes a problem for teachers, and the extent
to which students have respect for their teachers. Thus, the characteristics
of the students with whick teachers deal on an ongoing basis are considered
of prime importance in defining the level of streéss experienced by.teachers.
Interpersonal variables, including the principal and other administra-
tors, -other teachers and counsélors, and the students, are expected to be

one of the most potent cources of stress for teachers.

Job-related Stressors

Job-related stressors identified ;s salient in the previous literature
include,;esponsibility for Sthers, variéty, task completenessi, and feedback.

In the case of teachers, responsibility for others refers primarily to
responsibility for students. The extent to which teachers feel resbonsible
for the "whole'" student--for social and emotional needs, for capacity to
learn, etc., in addition to merely the instructional aspects of the student's
development--can be siressful for them, and likely to be related t6 role con-
‘flict, role ambiguity, qualitative and quantitative role overload and,

perhaps, role insufficiency.




Task completeness is a related concept. The teacher who feels respon-

_' . - sible for the "whole'" student may have more troub le -differentiating his/her

. role f:o; that of the/ﬁarents, for example, Thus, a teacher who feels tha{

;' iiis/her job is never done is likely to experience greater stress than one

who leaves the job behind in the school building at the end of the day.

l ‘ Task com;_;leténess and vesponsibility for others are expected to relate to - .

l the same role stresses. ‘ :

o Variety in the teacher's job can occur in two ways. First, in-class ) .

' "variety o‘ccqu;.when teachers adopt many, differeﬁt rcles in the classroom,
inclqding the roles of friend, instructor, counselor, efc. Instructional
variety, 6n the other hand, refers to the number of different subjéct areas

e .

that the teacher is likely to be responsible for. Both tyl')eé of varisty

will be related to the experience of stress--the relationship o: variety

l . with such stresses-as role conflict and role ambiguity is likely to be
. direct; at the same time, variety may also be inversely related to role

underload.

X4 -

. | Finally, feedback can be obtained from two-sources. Task feedback re-:
sults wﬁenathe activities involved in teaching (classroom interactions,
grading, etc.j are themselves sources of information aﬂbut how well teachers
are doing their jobs. External feedback results when others independént of
the task--the school principal, other teachers, students, parents, etc.--
provide information to teachers about the adequacy of their role perfermance.
Both typeg of feedback are expected to bear an inverse relationship with

-t

such mle stresses as role ambizuity and role insufficiency.

’

In summary, many characteristics of the job are likely to be related to

the experi'ence of stress among teachers, These include responsibility for

n
<
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others, }ariety, task completeness, and task/external feedback.

-Intrapersonal Stressors ‘ ¢

‘

Two categories of 'intrapersonal stressors are salient for teachers,
viz., personality variables and background/demographic variables,

Personality variables discussed in Chapter II include Type-A personal-
ity; authoritarianism, rigidity% and value orientations. Of these, dniy the

last needs specific discussion with respect to teachers "and schools. It was
~ : v

mentioned earlier that deviance from the normutive climate of a school can

be stressful. This deviance can take two forms-~that of excessive conserva-

z7 .

tism in a liberal school environment, and that of excessive liberalism in a

conservative school climate., Both kinds‘of deviance are expected to be

stressful, although the ﬁani}éstations of the stress may be &ifferent. In

both cases, however, some degree of fole conflict is expeétéd to occur. It.
__“Wshnuld_hg_ggpgfiized-herg_}@gg_it is deviance,.rather than the specific value:

orientations, that is expected to be stressful.

Biographical characteristics discussed in Chapter II include age, ten-

ure, socioaconomic status, sex, and race. With respect to each, it should be

T

recognized that it is not the biographical characterisfic‘per se, but rather
the-interrelated network of attitudes, experiences, aspirations, achieve-
ments, etc., that eah embodies that is the ultimate stressor. For example,
‘age in and of itself is not stressful. But age brings with it a certain
degfée of experience, attitudes toward the world in general and teaching in
pérticular, étc., that ;ré the potential sources oé stress. In the absence
of any realistic possibility of constructing measurement tools that ade-

quately tap into this complex network of antecedents, biographical charac-

teristics are used in the present research as. the best summary approximations.
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In suumary, many personality and hiographical characteristics are ex-

pected to affect the degree to which teachers feel stressed in their work

Troles, o

A Word of Cauggon°

Many variables may aléo moderate the relationship between role stress
on_the one hand and role strain and employee withdrawal on the other. Finai-
cial and temporal constraints dictate‘that these moderators of the ;tress-
strain/withdrawal not be explored in. depth here. F;i completeness, however,
these situational and inhividual moderators are included in the conceptual
framework., : ¢

Situational Moderators. Two primary situational moderators can be iden-

tified, viz., social support and autohomy. Soéial\support refers to the
extent to which the intérperso;al network of the focal pefson provides a sup~
portive ciimate for_him/her. The centrality of social support as a mode-
rating variable ha{lbeenfpighlighted in many invest}gations (Beehr, 1976;
'Caplan et al., 1975 gpbb, 1976; Gross et al., 1958; Kahn et al., 1964;
LaRoéco,_House% & French, 1680; Orgar., 1970). The school principal was men-
tioned earlier as a potential intérpersonal stressor. But the school prin-
cipal can also provide the kind of support that teachers need to cope witﬂ
role stress. Similarly, other teafhers can buffer the experience of stress

in many ways. It has been noted that misery loves cgmpény. Just knowing

that one's experiences are not unique may ameliorate many harmful conse-

»
-

quences of stress.
Autonomy, the degree of discretion that the job allows; can 2also be
viewed as a moderator of role stress/role strain and withdrawal relationships.

Autonomous teachers in ambiguous roles, for example, can define their own

by
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role expectations. Similarly, autonomous teachers may he able to resolve
the conflict inherent in incompatible role expectations. The moderating
effects of autonomy have been demonstrated in some brevious research (e.g.,
Beehr, 1976 Corwin, 1965; Walsh et al., 1980). |

Thus, social support and autonomy are likely to be salient moderators
of the relationship between role stress on the one hand and role strain

and withdrawal on the other.

Individual Moderators. Characteristics of the focal person may also

moderate the extent to which the experience of stress has deleterious con-
sequences. For example, different people have different levels of tolerance
for stress. In addition, job motivation may also affect the extent to which
stress is hammful for the teacher,

Stress tolerance has been demonstrated in many studies to moderate the
relationship between role stress on the one hand and role strain and with-
drawal on the other (Beehr, 1974; Lyons, 1971)., Thus, for example, an
individual who is tolérant of ambiguity is less likely to be negatively
affected by the experience of role ambiguity than an individual who is in-
tolerant of ambiguity. A similar argument can he made with respect to the
other roile stresses under investigation in the present research.

Another intrapersonal variable that may serve as a moderator in the
pissent context is the levgl of jub motivation experienced by the individual.
An individual who is highly motivated to do the job well is likely to suffer
greater adverse effects of stress than one who is not motivated to perform

well (presumably since these stresses may inhibit effective role performance).

Although the effects of motivation have been examined extensively in the

literature (e.g., Hackman § Lawler, 1971), the moderating potential of the
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variable has been relatively unexplored in the past. It can be argued on
theoretical grounds, however, that motivation is likely to affect the re-

lationship between role stress and role strain and withdrawal,

In addltlon to these situational and personal moderators of the stress-

stra1n/w1thdrawal relatlonshlps, it is expected that an 1nd1V1dua1 who ex-
periences many stresses simultaneously will be more advérsely affected than
one who experiences only a few stresses at any time,

Although these moderators will not be explored extensively in the
present research, it is well to keep them in mind in the examination, in-
terpretation, and discussion of the results obtained from the research.
Summary

The conceptual framework of role stress to be used in the present study
was presented diagrammatically in Figure III,1. It shows many stressors
affecting the experience of stress, and the experience of stress, in turn,
affecting many symptoms of strain and withdrawal, Personal and situational

moderators of the latter sets of relationships were also identified.

«




Chapter 1V

RESEARCH DESIGN AND METHODOLOGY .

Four major steps were entailed in the design of the present research,
viz., selection of the sample, instrument design, data collection, and

analysis specification. Each step is described triefly below.

Selection of the Sample

Data for the study were collected from 25 teachers in three junior

high schools from one school district located in the Southwest.

School District

The samplé was limited to only one school district for budgetary
reasons. The exploratory nature of the research also minimized the
need for multiple school districts to be represented in the sarple. A
ietter describing the nature of the study and soliciting cooperation was
;;;; to the Research Office of the schogl district, and approval for the
——— research was secured. Simultaneously, ongoing discussions were conducted
with the President of the local Teachers' Association to explicate the
nature of the study and to encourage the participation of teachers. The
President approved the ccnduct of the research; in addition, the member-
ship rosters of the Association were made available for sample .selection
purposes. Thus, school district cooperation was solicited, and obtained,
on two fronts--from the administration, and from the Teachers' Association.

Schools

Within the school district, the sample was limited to teachers in

three junior high schools. The three schools were chosen to represent
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diversity in terms of neighborhood--School A was located in a high income
ﬁeighborhood, School B in a middle income heighborhood, and School C in
a low income neighborhood. It was felt that a sample from three schools
would provide variations in the organizafional antecedents of role stress
of interest in the study, while also ensuring responses from sufficient
numbers of teachers in each school to lend stability to the results.
Letters describing the study were sent to the Principals of each of the
three junior high schools. All three égreed to the conduct of the research
among teachers from their schools.
Teachers

The sample of teachers to be interviewed was selected from the member-
ship list of the local Teachers' Association. Teachers from the three
schools were selected with thé target figure of 25 teachers to be inter-
viewed. In essence, this entailed selecting approximately one-third of

the teachers from each school. Race-and -gender-were-used-as-stratifying.. -

variables within each school. Although the original intent was to stratify
on age.as well as on race and gender, the infrequent availability of age
data necessitated abandoning this criterion. Within the two constraints
of race and sex, tne teachers were selected randomly within each school.
Thus, a stratified random sample of teachers from three schools was ob-
tained. )

Overall, 37 teachers from the three junior high schools were included
in the sample. Of these, 25 agreed to participate in the study. Fify-
four percent of teachers from ?chool A, and 75% from each of Schools B

and C were interviewed, yielding an overall response rate of 68%. The

lower response rate in School A was attributable, not so much to actual




refusals, as to difficulities in contacting subjects and écheduling
interviews,

Table IV.1 presents the demographic and background characteristics of
the teachers in the sample. The figures are shown both in terms of the
individual schools and for the overall sample. The table shows that a
large proportion of the sample was female, married, white, and had less
than three¢ years' tenure in the school. All teacherz in the sample had

a secondary teaching certificate; some had elementary certifications as

well. Some teachers taught the eighth grade only, but the large majority

taught both the seventh and the eighth grades. The income level for most
respondents fell below $16,000 per year.

For the most part, the distribution of demographic and background
characteristics of the teachers in the present sample was similar to that

obtained in larger surveys of teachers (e.g., Oxman § Michelli, 1980).

Instrument Design

Data from the sample were collected through a semi-structured inter-
view. The interview schedule was designed fo cover a variety of areas,
including the different stressors, stresses, strains, ané withdrawal
manifestations. In additioﬁ, information on certain demogranhic/background
characteristics was considered desirable. Table IV.2 presents a list of

lthe areas that the interview schedule was intended to include.

The list of relevant concepts for the interview was discussed ‘with

experts in the field, such as knowledgeable university faculty and school
teachers similar te (but not including) those in the sample., These discus-

sions enabled finalizing the roster of variables to be included. An
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- Table IV,1

Demographic and Background Characteristics
of the Sample

Characteristic Overall School A School B School 7~
Sex

Male 32% 29% 445% 22%

Female 68% 71% 56% 78% .
Race

Black 8% 14% 0% 11%

Hispanic 24% 14% 33% 22%

White ‘ 68% 72% 67% 67%

Marital Status

Married 72% 57% 78% 78%
Divorced 20% 29% 11% 22%
Never Married 8% 14% 11% 0%
Income N i L o . _ ~
$ 8,000 - § 9,999 12% % 11% 22%
$10,000 - $12,999 36% 43% 45% 22%
$13,000 - $15,999 - 28% 29% 22% 34%
$16,000 - $19,999 12% 14% 11% 11%
$20,000 or more 12% 14% 11% 11%

Tc:al Years in Teaching

Less than one year 12% 0% 0% 33%
1-3 years 24% 0% 44% 22%
4-5 years 4% 29% 0% %
6-10 years 44% 71% 34% 45%
11 years or more 16% 0% 22% %
Tenure in School
4-11 months 40% 14% 67% 33%
1-3  years 32% 29% 22% 45%
4-5 years 12% 29% % 11%
6-10 years 12% 29% % 11%
11 years or more 4% 0% 11% 0%




Table IV.1 (Cont'd)

°

Characteristic Overall School A School B School C

Grade Level Taught*

7 and 8 67% 43% 88% 67%

8 only 29% 57% 12% 22%
Certification

Secondary Only 83% 71% 88% 89%

Elementary and Seccndary 17% 29% 12% 11%
TOTAL N 25 7 9 9

* One teacher was responsible for In-School suspension.
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Table 1IV.2

Areas to be Covered in the Interview

\

Stressors

Environmental stressors--boundary-spanning activities*, number of
different roles*, occupational status

Organizational--school size, formalization, bureaucratization, partici-
pation in decision making, multiple authority structures*

Interpersonal--characteristics of school principal, characteristics of
other administrators, characteristics of other teachers/counselors,
characteristics of students, discipline issues

Job-related--responsibility for students, variety, job importance,
feedback

Intfépersonal--Type-A personality+ (Sales, 1969), authoritarianism® (Lane
1955), rigidity (Gough, 1957), deviance from normative climate,.
biographical variables (age*, tenure, race, sex, community size,
number of dependerts, income)

Role Stresses

Role Conflict

Role Ambiguitf

Role Overload--quantitétive and qualitative overload
Role Underload

Role Insufficiency

Role Strain Symptoms

Psychological--depression, life satisfaction, self-esteem, boredom, job
satisfaction, irritation, anxiety

Behavioral--drug use, smoking*, caffeinated drinks, alcohol use

Physiological-~-somatic complaints, general physical health
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Table IV.2 (Cont'd)

Withdrawal Tendencies

Distancing Forces
Binding Forces

Withdrawal Manifestations

Estrangement
Tardiness
Abscnteeism
Turnover Intent

e

* These questicns were not asked in the interview.

~

kg

* These questions were aked through a self-administered, closed-ended
questionnaire.

.
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and ease of data collection through the semi-structured interview format.
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initial draft of the interview guide was then developed. It was clear from
the 100+ q;esfions in the draft interview that the well over four hours

of each respondent's time would be needed if the interview was to be com-
pleted in its entirety. The list of questions was honed, therefore, to

a more manageable number. The ravis.J interview guide was administered

to three teachers, and these pre-test interviews were instrumental in
completing the final version of the interview schedule. The interview
guide is included here as Appendix A.

It is obvicus from e¢.amining Appendix A that not all concepts of
interest could be included in the interview. Notable exclusions from the
final interview included certain environmental stressors (such as boundary-
sﬁanning), and certain org;nizational stressors (such as multiple measures

of size). 1In general, the exclusions were based on three criteria: cen-

trality to the theoretical framework; relevance to the tcaching population;

Table IV. 2 also shows the concepts that were not included in the interview

guide.

Data Collection

The data collection phase of the research incorporated many steps,
including the selection and training of interviewérs, scheduling and
conducting interviews, and coding and data reduction.

Interviewers

‘The interviews were conducted by two interviewers. Both interviewers
had Master's degrees in related fields, and both had previous experience

in semi-structured interviewing; they also had some knowledge of the
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content area of the research. One interviewer was male, apd the othe™ was
female. Likewise, one interviewer was white, and the other hispanic. 1In
view of the small number of male and minority respondents in the sampie,
however, gender and race matching between interviewer and respondent was
not appropriate. Thus, respondents were assigned to the two interviewers
at random,

The interviewers were briefed on the interview schedule in consider-
able detail. Af£er each had conducted two interviews, moreover, the
interviewers reconvened with the Principal Investigator, and any remaining
difficulties/problems were ironed out.

Interviews

Respondents were contacted initially by the Principal Investigator.
A detailed letter describing the nature and goals of the study, ouélining
interview and confidentiality procedures, and soliciting the cooperation

of respondents was mailed to the homes of the teachers in the sample. A

copy of the letter is reproduced as Appendix B,

After the teachers had received the letters, they were contacted by
telephone by the interviewers to schedule the interviews. Due to the con-
ditions of participation vis-3a-vis the school district, interviews were
conducted, witﬁ one exception, in the teachers' homes or in the school
during non-school hours. Each interview took anrroximately one hour to
complete, With the teachers' permission, the interviews were tape re-
corded; additionally, the interviewers wrote down the responses of the
teachers in the greatest detail possiblc,

All 25 interviews were completed within the course of approximately

one month. Because of the timing of data collection (January), cooperation
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o’ respondents was obtained with relative ease,

Data Reduction and Coding .

The original intention was to transcribe the interview tapes. But,
due to the time and expense involved in trapscriptioh, this plan was
;abandoned. Instead, the interviewers' notes were used as ‘he primary
data source. The tapes were ysed to supplement information from the

notes as necessary.
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Each interview was coded by the Principal Investigator. The ccding

had three main objectives:

(a) to determine whether the phenomenon of interest occurred;
[

o

(b) to determine the severity/intensity of occurrence of the
phenomeion; and

v

(c) to provide detziled qualitative information on the role stress
experiences of teachers.,

AThe coding scheme for the interview scheuule, and a summary of the
___ . coding couventions, are reproduccd in Appendix C, After the data were
coded, they were computerized fur ease of analysis.,

Most questions in the interview were in a format that rendered index
construction uﬁnecessary. A few items, however, had to te combined in
order that they could be used arpropriately in analysis. Specificall&,
indices measuring perscnality characteristics (Type-A persornality,
authoritarianism, rigidity) as well as some of the strain measures (caf-
feine inteke, drug use, alcohol use, psychological strain symptoms, etc.)
were constructed. .

The Type-A personality items (items 30a, 30c, 30e, Z0g, 30i, 30k,
30m, 30p, and 30s in the interview) were taken from Sales (1969). These

items had a mean intercorrelation of .18, and ‘the reliability of the
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scale (Coefficient a) was .67, Item§ measﬁring Authoritariani;m (items
30f, 301, SQn, and 30r) were taken from Lane (1955). These items had a
mean intereorrelatién of .26 and a relfébﬁiity (Coefficieht a) of .58.
Finally, items 30b, 30d, 30h, 30j, 300, and 30q in the questionnaire were
taken frsm Gough {1957), gpd meastred Rigidity. These items had a mean
intercorrelation of .13 and a reliability (Coefficient a) of .48, Although
the reliability of the indices in the present éample was not very high, the
indices were constructed nevertheless, in view of their long-standing
rgcoknitibn in the field as psychometfically accurate aésessments of the
concepts of interest. \{n all three cases, scores on the component items
wer; averaged to derive the index score for each respgndent.

The strain indices, on the other hand, were summative in rnature.
That ‘is component scores were added, and not averaged, to derive the
index score. Thus, the alcohol use index combined the use scores for
beer. liquor, and wine; the drug use index combined the scores forl
prescription and over-%he—countei drug use;.and caffeine use index com-

’

bined the scores on the use of coffee, tea, and cola drinks. Finally,
the'psgcholoéical strain index counted the number of different symptoms

cf psychological strain (e.g., fatigue, nervousness, irritation, anxiety,

R odepressi’on, boredom, and low self-esteem) experienced by the respordent.

Either a mcderate cr high level of strain onm each item was necessary.for

- B s
- - ¢ .

it to be counied towardgythe summary index:. ’ .

(Coding,the’data and constructing the indices completed the work .

. f' necessary before data analysis was possible.
. o - ]
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Analysi$ Specification
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d%? . Six sets of qudntitative analyses were of interest in the present
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study, First, the frequency and severity of the role stress, role strain,

and withdrawal measures were examined. Simple descriptive statistics

were considered sufficient for these purposesi Thus, frequené} distri-
butions, means; va;fances, an& other descriptive measures were computed
for these variébies. .

Second, fhe relationship of the diffrrent stressors to each stress
was determined. Crogs—tabuiations were used to elicit thé-extept to
which eac@ stressor was related to different stresses. This enabled the

computation of both parametric (Pearson's r) and non-parametric (x2)

Bl

Third, Ehe relationship bethen the étresses and strains were
examined using cross—;abglatfons. The fourth set of analyses focused
on the relationshios betwegn the stresses and withdrawal tendencies and
manifestations.‘ Fifth, the relationships among the ;trains was examined.
The f;nal seé‘of analyses addressed -the relationship between the:strain-
symptoms ‘and withdrawal tendencies/ménifestations. All these analyses
;ntailed the use of cross-tabulations to generate two-way contingency
tables, and to compute parametric and non-parametric measures of associ-
atioé'between the variables.. ‘

In addition to these quantitative anaiyses, the interview protocols
were examined to detect patterns, pfoblems, and perceptions that would
eluégdate thé quantitative findings. Because the interviews were semi-
structured in format, the responses of the teachers could be examined to

facilitate interpretation of the data, and to lend richness that cannot

be obtained from strict quantitative analyses. .
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Chapter V
RESULTS

As mentioned in Chapter IV, six sets of analyses were particularly
relevant to the present study. These were:

.

(1) Frequency and severity of role stress, rcie strain,
and withdrawal;

« (2) Relationships between the stressors and roie stress;
T S (3) Relationships between role stress and role strain;
(4) Relationship between role stress and withdrawal;

(5) Relatlonshlps among the dlfferent symptoms of role
strain; and

(6) Relationships between role strain and withdrawal.
o The resuits of each of these analyses are presented in this chapter.*
Before discussing the quantitative results, however, profiles of some teach-

ers under high and low stress are presented.

Profiles of Teachers under High and Low Stress
Sag

ing wide variation., in the stress experiences of teachers. Some teachers in

v
.

the sample, for example, experienced severes stress, and were ready to de-

mand "combat pay'; others felt that their jobs were ideal, and few, if any,
factops detracted from' their complete contentment with their jobs.
I\ this saction, profiles of two teachers falling into each of these

categories are presented. Confidentiality constraints have necessitated

that background information be occasionally altered.

* The reader is referred to'Appendix C for details of the coding scheme and
conventlons used in the study.
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Given its small sample size, the present study was fortunate in obtain--
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Teachers under High Stress

Sarah is a Hispanic teacher who is single, and who has
been teaching for several years in a school predominantly
inade up of Anglo teachers and administrators, and where,
until recently, the students have also been predominantly
white. Sarah teaches 5 classes in the _ame subject area
every day. She has many discipline problems in her class,
and docsn't feel she received the training to handle these
discipline issues effegtively. Furthermore, the local school
rules demand that most student-related matters pertaining to
discipline be turned over to the administration. She feels
that the inconsistent implementation of discipline policies
in her school undermines hér classroom effectiveness con- *
siderably.

-

Sarah feels that the administrators in her school don't
talk to each other. Often or: of them tells her to do one
thlng,aanother tells her to ao something tctally different,
Even the same administrator is sometimes inconsistent from
day to day. Given the conflicting messages she gets from
administrators as well as from parents, Sarah is not quite

« sure exactly what her job requlrements are,

The situation is compounded by the fact that her teach- - ‘
ing profession earys her:.little respect externally. PReopole
either pity her or think she teaches because she couldn't
find other work. Tnis lack of social recognition bothers
Sarah considerably.

In short, Sarah hac a heavy wdrkload, lit.tle direction
from above, considerable repetitiveness in her job, unclear
expectations, inconsistent demands, and an unsupportive ad-
ministratior. To top it all, she feéls that her college
training left her completely unprepared to handle the re-
alities of »>¥ job. Only with several years of teaching
experience has she been able to develop effective strategies o
for her day-co-day classroon problems. The lack of respect -
for her chosen professior among the external world makes
her job sitg@tion even more intolerable,

These pressures have been taking their toll on Sarah.
She gets depressed every Monday morning when she thinks of
having td go back to work. She usually arrives late in
the morning for work, and she spends most of her conference
time in non-school-related activities. She drinks moder-
ately, and takes occasional ''mental health days" to ’
"unstress'" herself. Even so, she sees no great relief
from her pressures in the near future, and would like to
move into a non-teaching position as soon as it is feas-
ible.




Amy is a married Anglo teacher with three children. She
has been teaching for only a short time, and this is her first
teaching assignment. Amy feels that the administrators in her
school have little understanding of the subjects she teaches
and, as a consequence, make constant and unreasonable d-~mands
on her. Because they consider her primary teaching assignment
to be "soft," they have given her additional classroom respon-
sibilities, but in subject areas where she has little training,
preparation, expertise, or interest. All her workload makes
it necessary to come to work every Sunday; even so, she feels
she is never caught up in her work. Furthermore, she often
does not have access to the things she needs. In one class,
for example, there are 30 desks for 35 students. Many of the
materials she needs to do a good job are also unavailable.

Not only does Amy get little support and encouragement
from the administration, she also feels isolated from the fac-
ulty as a whole. In addition, she has several distuptive
students in her class. . But the problem minority students,
she feels, are handled with kid gloves as an overcompensation
against accusations of racism. Thus, the discipline problems
keep getting magnified as time goes on.

Amy feels that she‘is treated like a little child herself
by the administrators in her school. She is told what to do,
how and when to do it (but never why), but these demands are
inconsistent from time to time and -administrator to admini-
strator. She also gets "written up and scolded" when she
doesn't follow all these instructions to the letter..

Also, Amy and her husband nearly got a divorce because of
the extensive amounts of time she spent on school work at home.
Amy's husband felt she was ignoring her family and her children
for her job. Only some complex negotiations between the two
of them saved their marriage.

Many of thése school-related problems are haviig physio-
logical manifestations. For instance, Amy recently had a
severe backache that necessitated she go to the doctor. The
doctor could not identify a medical reason for her aches,
and attributed it to tension., Amy has also begun taking a
dr:.ak every evening when she gets home. She was a teetotaler
before she started teaching. As she remarked: "I didn't
drink before, but then I hadn't taught before either.”

The only thing that keeps Amy going is her love for
teaching and her ability to talk things over with other
teachers. She feels that usually if she can discuss her
problems with other teachers, she can handle the situation
and her own responses better. Other teachers have been
through the same things themselves--just talking with them
gives her the feeling that somebody understands.

§7




Teachers under Low Stress

Larry is an Anglo male who is married and has three chil-
dren and has been teaching for several years, in his current
school and in other schools.before that, Larry finds his
school to be a nice place to work. The atmosphere is pleas-
ant and most of the students are good children. He feels that
they have had a good upbringing, that they enjoy life, that
they are hard-working, and that they are academically quite
good. . ‘

Larry teaches subjects where the curriculum is clear and
well-defined. Having taught the same subjects for many years,
the preparation time is minimal., Partly because he is a male,
and partly because the students are good, Larry never has
discipline issues arise that create a problem for him.

Larry feels he has the backing of the school administra-
tion. His principal and other administrators are caring and
concerned people who go out of their way to ensure that
'people are treated fairly, justly, and with consi-eration.
Larry is also on reasonably good terms with the oiher teachers
in the school.

All in all, Larry says that these factors make for a good
day almost every day. The contentment at school, coupled with
a reasonably successful marriage, makes Larry a satisfied and
happy person all around. \

Brenda is a divorced Anglo teacher who has two children.

She has taught for many years. She requested, and received,

- a transfer to her current school only in the past couple of

years. Brenda feels she has a good family, a good job, and

that she lives in a good city. Brenda thinks of the school

. where she teaches now as "her" school. She lives in the

! neighborhood anc all the children from the neighliorhood go

) to this school. She feels she has an interest in the school
. béyond just working there.

’ .. Brenda is able to odtain the things she needs in order
to do her job. Because she has been teaching for many years,
she knows what to do in ciass and when to do it. She has
the support of the administration when she wants to try new
and different approaches. For instance, she wanted to teach
another subject area, so she got har certification in that
area, and was able to teach it. She feels a need to be
doing different things, and the fact that she teaches,
coupled with the school in which she teaches, cnables her
to realize this desire. As she noted, 'when you teach in a
junior high school, no two days are ever the same."

, 83




Brenda likes the principal ("I just love him"), likes the
administrative staff, and likes the other teachers. "They're
all my friends. We have a pretty closc staff here. I've
substituted in other schools, and our school has one of the
closest-knit staffs."

Although she is quite busy mest of the time, Brenda is
happy with her life, She has input into decisions that affect
her life. She has a challenging job that she loves. Her
health is good. She hasn't missed a day of school for many

. years, She teaches because she loves teaching and because
she loves her school. The thought of doing some other kind
of work, or teaching in a different school, is totally ab-
horrent to her.

Summazx

The foregoing accounts demonstrate clearly that major differences
exist in the nature. and inteﬁ%ity of the work-related experiences of teach-
ers. All the teachers are quite busy. It is not the simple fact of high
work loads that differentiates between tﬁe teachers experiencing high and
low work loads. Rather, it is factors such as the ability to deal with
classroom ;risgs, being able to count on the support and unders.tanding of
principals and administrators, having the resources and information to go
axgood job, being treated as professionals, etc. that distinguish the
teachers who feel highly stressed from those who do not.

In the next few sections, the data are examined both qualitatively

and quéntitatively to elicit an understanding of the role stress exper-

iences of junior high school teachers. i

Relative Levels of the Variables

In this section, the frequencies and averages of the different role
stresses, Tole strains, withdrawal tendencies, and withdrawal manifeste-
tions are examined -qrantitaiively. In addition, comments from the re-

spondenté are included to elucidate, elaborate, or illustrace the
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quantitative findings where appropriate.
Role Stress

The relative frequency with which teachers experienced role stress is
described in Table V.l1. Statistics for the different stresses are reported
for the overall sample, for the three schools, and also separately for fe-

males and males.

Overall Sample. Quantitative role overload was the stress reported by
teachers most often, followed by role ambiguity, and role insufficiency.
Rsle underload was the stress experienced by teachers least often, while
role conflict and qualitative role overload fell in between.

An attempt was also Sﬁde to determine the exact types of the different
stresses, and the sources of the streéi, experienced by the teachers in the
sample, With respect to role conflict, for example, an attempt was made to
assess whether the respondent was experiencing inter-sender, intra-sender,
person-role, or person-sender types of .role conflict. A similar determina-
tion Qas also made with respect to the other stresses.

The conflict varieties reported by respondents most often were person-
sender conflict (36%) and intra-sender conflict (32%). Other conflict types
reported included person-role conflict (16%), inter-sender conflict (7%),
~and conflicts due to time constraints. The last subcategory is probably
classified more apéropriately as role overload.

Some of the role conflicts associated with the teachers' job were re-
counted by Peter, one of the sampled’ teachers:

"As a teacher, you try to be a friend to students in scme cases,

and not a friend in others; you have to be a parent in some
cases; and at the same time, you have to be different from all

that and be a teacher. I have 130 students who arc compietely
different from one another. One of the hardest philosophical
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Relative Levels of Role Stresses

. Low
Medium
High
Mean

Low
Medium
High
Mean

Low
Medium
High
Mean

Low
Medium
High
Mean

Low
Medium
High
Mean

[al

Low
Mediun
High

Overall Sample (N=25)

Role Role Quantitative Qualitative Role” Role Other
Conflict Ambiguity’ Role Role Underload Insufficiency Role
. Overload Overload Stresses
32% 32% 24% 36% 40% 48% 22%
48% 40% 24% 40% 48% 28% 39%
20% 28% 52% 20% T 12% 24% 39%
1.88 1.96 Z.28 1.83 - 1.72 1.76 2.17
School A (N=7)
29% 43% 29% 43% 57% 43% 17%
57% 29% 14% 43% 43% 29% 33%
14% 28% 57% 14% % 28% 50%
1.86 1.86 2.29 1.86 1.43 1.86 2.33
School B (N=9)
22% 33% 33% 38% 33% 45% 29%
56% 56% 45% 50% 56% 22% 43%
22% 11% 22% 12% 11% 33% 28%
2.00 1.78 1.89 1.75 1.78 1.89 2.00 ~
School C (N=9)
45% 22% 11% 33% 33% 56% 20%
33% 33% 11% 33% 45% 33% 40%
27% 45% 78% 33% 22% 11% 40%
1.78 2,22 2.67 2.00 1.89 1.56 -2.20
Males (N=8)
13% 63% 63% 50% 25% 75% 20%
75% 37% 25% 50% 63% 25% 40%
12% 0% 12% 0% 12% 0% 40%
2.00 1.38 1.50 1.50 1.88 1.25 2.20
Females (N=17)
41% 18% % 31% 47% 35% 23%
35% 41% 23% 38% 41% 30% 39%
24% 41% 71% 31% 12% 35% 38%
1.82 2.24 2.65 2.00 1.65 2.00 2.15
o =l y
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things to do is to separate what it is you do as opposed to
what you're supposed to do, the ideal.

(The administrators and staff) don't make it easy. We're
asked to manage our classes so they're quiet. But in (some
subjects), it is hard to run a quiet class. This is not a
Math or Science class."
Role ambiguity occurs either when a job is not clearly defined, or when
it is unpredictable from day to day. Twenty-four percent of the respondents
perceived their jobs to he unpredictable; 20% thought the1r jobs were un—
defined; and a further 8% saw their jobs as being both undefined and un- e
predictable. With“respect to this variable, one teacher noted: ’
"The curriculum is not clearly defined.” We get mandates from
the legislature to teach seven hours of economics, to teach
" citizenship, and so forth. But how do you get that across?
School spirit - how do you get that across?"
It was’ mentioned earlier that quantitative role overlsad was the stress
teachers reported experiencing most often. When asked about the reasons
for the experienced -overload, 20% of the teachers responded that it was the
nurber of different preparations they had to make. Other reasons offered
by teachers for their high quantitative ovérload included class size (one
teacher said he/she handled 150 students), school hours, committee work,
and being volunteered (by the administration) for many non-classroom-related |
activities. Many illustrations of quantitative overload were evident in ,

the interviews,

"From the time I run in the door, I run all day long. It's just
keeping up with the mechanical things that need to be done."

"Teachers are forced to spend too much time grading and in les-
son plans, especially with individuaiized instruction. I'm
forced to spend lots of time outside school--hours--at home

. bn preparation. It hits me on Sunday."

"I have four entirely different preparations. I wouldn't want
to teach the same thing all day lcng, but I think that's a
little much,"
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"I have five classes in a row, five preparations, My off-
period is last. After fifth period, I just fall apart.

I literally never sit down during the day. I'm not emo-
tionally wrung out but physically I'm extremely tired."

Twenty percent of the teachers in ‘the sample reported high levels of
qualitative role vverload; a f;rther 40% experienced medium levels of
qualitative overload: Twenty-eight percent of the teachers interviewed re-
ported that they lacked adequate training and experience in the classwon
skills that they needed to perform effectively--often they were assigned to

teach classes in subject areas totally unrelated to their expertise; in

addition, they were not trained in the behavioral skills necessary to rua

~ an effective class. In fact, 36% of the respondents noted that they had

suffered severe qualitative role overload when they began teaching i-

junior high schools. Only experience, these teachers noted, mitigated

@

against their continued endurance of this stress. Some comments on this

issue are reported below.

"I had no idea what I was going to encounter in a junior high
school. As for academics, I was very well-prepared, but not
in other matters. I expected the children to be eager to
learn. I also expected them to havé a lot more knowledge and
basic skills than they do. I/never expected a kid to talk
back to me. Educators never tell you this. They say kids
will mind you and kids will not cause problems if they are
motivated to a certain degree. That's not true."

"I never felt I was adequately taught to go into this job.
For some of the curriculum and methods--yes, but as for the
man: gement of the class--no. I have those skills now, but
that came from experience,"

"I get a lot of Special Ed kids mixed in with thé regular
kids and gifted kids all in one crew. I don't have the
hours or ithe training to understand or to know what to do
with the Special Ed kid who can't read and who can't write."

"In the beginning, I had to start from scratch. We don't have
enough training or skills to begin with to make the first
year an unstressful year. A little more realistic training
would help bridge the gap."

80
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Roie underload was not a stress that maﬁy teacher§ reported experi-
encing. Of those teachers who reported at least moderate levelg of role ?
underload, many (24%) remarked thai they were not assigned to teacb those
subject areas they were most qualified to teach, Other reasons for role
underload mentioned by respondents were that students were n.t of
a sufficiently high academic level, that trainingiadministrative skills

were being under-used, and that team teaching skills were rarely used. A

£g

sampling of related comments is provided below.

pling P
"I'd like to teach literature, but in Junior High School, You
have to teach spelling, grammar, and composition. You just -
don't get around tn literature--it takes a back seat." N
"I majored in history, but I'm assigned to teach art."
"This is not my area. I really don't know what to do with the
kids. Some.of the other teachers have been helping me. And

I resent not being able to use my training."

Role insufficiency was a stress that approximately help the sample ex-

perienced, at least to a moderate degree.' Many teachers (28%) reported that
they had inadequate supplies (textbooks, film strips, water, paper), some
(20%) that theYihad inadequate equipment (typewriters, gas jets, micro- .
wave ovens), and still others (16%) that they did not have enough space
(both room size and s%ofage space) to do a good job. A few comments are .
listed oelow.

"They stack us in a building that should have been condemned--

the windows don't lock. and air seeps through., We got hired

the first week of school, and we did not get our students

until a month after school had begun. My desk is falling
apart, so is the filing cabinet."

"I have 35 kids in one class and 26 desks. I have a mzp of the
4 U. S. that was made in the 'S0's, I sometimes teach Texas
history, and I don't have a map of Texas."
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Finally, the respondents were questioned about the other stresses they
may be experiencing as part of their job. In general, the stresses men-
tioned by respondents in this context could be subsumed under fhe role ‘
stresses defined earlier, i.e., role conflict, role ambiguity, role overload, .
role underload, and role insufficiency. For example. respondents mentioned
having too much work (qualitative role overload), the lack of content skills -
in subject areas they were teaching (qualitative role overload), and the
ihability to use skillg and training (role underload). Variables not thus
subsumable under the umbrella of 'role stress' could generally be classified
as stressors in the present conceptual framewor} --characteristics of stu-
dents, other teachers, and administration, organizational policies, 10&
occupational statue, and so forth, The severity with which teachers in the

sample experienced these phenomena is reported in Tab.e V.1.

School Differences. Table V.1 also presents the frequencies and mean

.

levels of the stresses separately for each school. With a couple of ex-
ceptions, the highest levels of stress were reported in School B. Further-
more, quantitative role ovérload was the stress that was experienced most by
teachers in two of the three schools. Reports of role underload were par-
ticularly low in School A; School B had the lowest levels of qualitative
role overload, and School C had low levels of role insufficiency. Role
conflict was not experienced to a“great degrge by teachers in any of the
three schools,

Gender Differences: Table V.1 shows that women are much more suscep-

tible to the experience of stress than are men. Seventy-one percent of

the women, as compared to only 12% of the men, reported’high levels of

quantitative role overload; likewise, gender differences can be observed
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in tems of role amhiguity and role insufficiency. On none of the variables
do men report the experience of high stress more often than do women, al-

though the mean levels for role conflict and role underload were higher for

men than for women.

Role Strains

The relative'frequenciéE with which the three sets of strains (psycho-
logical, physiological, and behavioralj occurred are reported in Table V.2.

For purposes of brevity, role strain levels are not reported separately for

the three schools and for men and women. This procedure yill‘be follawed

throughout the report, except as the data indicate interesting, informa-
.. o I,

tive, or insightfﬁl school- or gender-related différences. Information on

such differenczes will be reported in the text as aﬁpropriate.

i
Table V.2 shows the highest and towest levels! of psychological strain

on fatigue and anxiety. Thesé data are the most uﬁstable, however--80%

of the responses did not mentién fatigue and 88% did not mention anxiety
when asked about their psychological strgin symptoms: Among tﬁe more

stable psychological symptoms, the highest levels were evident with.;espect
to job dissatisfaction and irritation? followed closely by nervousness, life
dissatisfacticn, and boredom. It should be oted "1 this context that most

respondents experienced reasonably high levels of self-esteem, and that the

experience of depression was infrequent.

A, ¢ ) .
The physiological symptoms of strain were rare among the teachers_in

the sample. Only 16% of the respondents hadﬁﬁ'high"level'of somati. com-
plaints (headaches, insomniq,.hype;tension, Etc.), and 64% rated their over-

all health as being high. Thus, the teachers we interviewed were in.

reasonably good physiological condition,

[ORY




Table V. 2

Relative Levels of the Role Strains

}:j
. No  Low  Medium  High Not Meaﬁ~£
, Mentioned X
Life Dissatisfaction* + 443 56% 0% 0% 2.56. .
Job Dissatisfaction* t 48% 36% 16% 0% 2,68,
" . Fatigue 8% 0% 0% 12% 80% 2.80 :
.~ Nervousness 8% 28% 245% 16% 24% 2.63 .
Irritation 8% 28% 16% 20% 24% 2.67 -
Anxiety 8% 4% 0% 0% 88% 1.33
Depression 8% 4%% 20% 0% 24% 2.16
Boredom - 12% 40% 12% 20% 16% 2,48 .
~" Low Self-Esteem* 48% - 32% 0% 0% 20% 1.40 ¢
- " . &"é
Pﬁysiél%gical‘Sxmptoms :
Sématic Complaints 32? 44% 4% 16% 4% 1.04
Overall Physical Health Co 8% 24% 64% . 4% 2.58
Behavioral Symptoms ] §
. . Caffeine Drinks 0% 528 28% 16% a% o
Drug Use 0% 56% 28% 12% 4% a
- Alcohol Use 0% 32% 36% 28%' 4% - e W

* Scales were reversed for analysis !

"+ Inappropriate coding category .
Inappropriate statistic / ‘

(;;;
.
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Finally, hehaviqral symptoms of strain also qccurred only- sp..,adically.

314 Only }Lﬁng”’ghg_respondgnts_gguld_bemclassifiéd_as;having‘high caffeine in-
take, and only 12% used many drugs. Alcohol use, however, was more common

among the sample, with heavier concentration on beer and wine, rather than
4 : .

hard liquor.

] ..

In general, the strain symptéms obseryved most frequently among teachers

in (the present sample were job dissatisfaction, irritation, and alcohol use.

LY P

Withdrawal * !

| o

Two aspects of employee withdrawal were examined--withdrawal tendencies

and withdrawal manifestations. The relafive lévels of these variables among
ﬁhe teachers in the sample are displayed in Table V.3.

K The table shows moderate levels of withdrawal tendencies 65 the part
of the resppndént.° One-ihira of the respondents experienced high levels of

distahéing forces, i.e., they wanted to get awéy from the school, physically

A%

or ps&chplogically. About the same propoertion (29%) reported strong bind-

mfﬁ§~forcesm(;&2;¢m}he factors that kep? them in the school, teaching) as

™y .

- ' . ]
well, Many reasons were mentioned for the experience of the binding forces.

For example, almost three quarters of the teachers got some intrinsic en-

<

joyment from teéching junior high school students. Other reasons included
needing the money, liking the holidays, job security, and the fact that few
alternative poQOpportunities:were available,

In t;rms of the actual withdrawal manifestations, respondents showed
-low t;rdiness, moderate absenteeism, and reas;nably high levelg of turn=
over intent. Thus, one-third of the teachers said that it was highly likely

that they would look for another job in the near future, one-third of the

respondents had moderate ?o hiéh levels of absence, but 82% of the teachers

o




? - | " Tgn&vis ; :
g: i _ Relative Levels of the Withdrawal Indicators\ )
?f; | %_ ) . ‘ : ‘ .

%J . - None Low i Medium High ° Mean 'a%
g Withdrawal Tendercies c ' ; ( © - ‘ﬁ
%Q Distancing Forces o 21% 46% 33% 2,13 §
é« Binding Forces - - t 13% 58% 29% 2.17 %é

Withdrawal Manifestations

»

Tardiness L 658  17% 8% 8% ' 1.58

) "
; Absenteeism . 17% . 50% 29% s Y2
' Turnover Intent - 215 21% 25% 3% 271

E

: + Inappropriate coding option *

. R ;
. w .
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reported hardly ever being late.' Those teachers who had moééraz; to high
levels of absence reported.that Ehey usually only took a day off either
when they themselves or their children were sick. One teéche; noted, how-
ever, tliat he/she occasionally took a "mental health" day off; another
remarked that she/he- liked to be able to "unstress myseff" every so often.
M;ny reasons were also offered by the teachers for their turnover ‘in-

0 ) - .
tent. The most common reason was to take another non-teaching job; other

reasons included going back to ;chbdl, working in a different school, low

~

‘pay level, for a "change," etc. Whatever the reasons, the fact remains

that over one-half of the sampled teachers had moderate to high intentions
e ?

-

of looking for alternative job opportunities in the near futura.

Summary , ‘ ' . .

-

The data indicate that Quantitative role overload and role ambiguity

- 5.“ ) )
are the stresses reported mest frequently by the respondents. The strain
symptoms reported most often include job dissatisfaction, irritation, and

alcohol use. Finally, the sampled teachers showed moderate°withdrawal fen-

dencies, lﬁw-tardiness, but moderate to high turnover intent an< absentee-

ism levels.

Stresses and Stressors

. \
o \

Each stress was examined in terms of its relationships to five groups
of stressors, viz., environmental, organizational, interpersonal, job-

related, and intrapersonal stressors.

Environmental Stressors

Two groups of environmental stressors--non-work demands and occupa-

tional status--were explored in the present study. The relationships of

<

100
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these potential stressors to role stress is displayed in Tablg V.i. Both

s

a x2 an% a Pearson's r statistic is reported in each case. Table V.4 shows P
AN ) ’ i ’

. ) \ : . . A
that, contrary to expeétation, occupatﬂpnal status had no systematic re-

lationships with role stréss. A detailed %xa@inationiof the pattern of
results indicated, however;'that occupatioral status tends to covary with

role conflict and role insufficiency., That is, the higher the occupational
v ‘) -

status, the lower the role conflict and role iﬂ§ufficienqy,_and vice versa. . \.

In fact, the qualitative data indicate a strong emphasis on this variable

°
-

among the respondents., > .- .
"I' find myself having to defend the public school system and ’ ’
teaching as a profession because so much has been said about

. the inability of teachers to teach--that stereotypes me.
It's a bit frustrating that \FeOple think you're a jerk if’
you teach," < )

. . Y

. "I think people push teaching as a women-type job that every-
body co:ld do and that is’ very undemanding, I think in
reality if you are a woman and your husband has a job, you )

.o are expected to miss school because your job is not impoxt- b

a

mto " -~

"The thing that bothers me is other people's attitudes -
toward teachérs, I feel like I have to gst up on the box .
and start-Screaming about it. I wish more people were \
aware of what teachers do for a living."

’ "Two significant relationships of role stress with non-work demands

" " °

3 were detected. As expected, the strength of non-work demands was related

.to the experience of role conflict (although it is likely that non-work
»'\ - \
demands stimulate stronger inter-role conflicts than intra-role conflicts).

? A " oon
In addition, somewhat, surprisingly, qualitative role overload was signifi-
v v
cantly related to the incidence of non-work demands.

All in all, it may be concluded thag environmental stressors have some

impact, particularly on role conffict. But the overall effect of environ-

) mental variables on the experience of role stress is likely to be moderate,
o , ;t best. -

SR 10: .




I

ERCC AN e Tor LTS
-

C Rt ST d Thent T ekt | e P h (4T MR 6 R v taad b b3 oemtm g s P omes b5 e T Ny
R de ARSI B -y B TR e
o PN 7 AR R v PR :
a5 edlomt 0 wag BRI RN PRI s . [ . L fae oo S T
: -?-; ’ - i 'i- - A ’ ' } § g
~oa \‘ - g T
NS N . - 3
) ~ PO

o .

»

Table V. 4

‘. \ . .
T Relationships between Envirommental Stressors and
‘ . Role Stress

Non-wozrk Demands Occupational Status
Lx2 r N N

Role Conflict 7.25 .38% 8.86 = -.29

Role Ambiguity . 5.69 .12 ‘ 2.91 .15

Quantitative Role ‘
Overload 9.25 .06 2.21 .14

Qhalitative Role
. Overload 8.06 .37* 6.40 .12

- Role Underload 9.62 - -,21- 3.48 .11

g¥gole Insufficiency 5.77 .21 8.99 10

)
Y

* p< .05
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Organizational Stressors
The organizational stressors of interest in the present study included
organizational size, structure, and the dégree of participation in\decision-

making. Thé results showing the relationships of these variables to role

St;éss are presented in Table V.5. The table shows that, by and large, oe-
\

ganizational stressors have little impact on the experience of role stress.

Although a few significant correlations were obtained, these could easily

have been obtained by chance, and no comprehensive inferences can be made

¢

-, from them. A perusal of the interview protocols, likewise, did not reveal

-

_.strong feelings on the part of teachers about potential organizational

»

stressors.

LY

With respect to many organizational pﬁ:perties, then, it may be reason-

able to conclude that their effect on role stress is negligible.

o

Interpersonal- Stressors ’

Interpersonal stressors focused on the extent to which characteristics
_of principals, administrators, other teachers3 and students affected the

o
M !

role stress exper%gnces of teachers. In addition, discipline issues were

¥ o

examined as a specia; category of inte:personal stressors. The results of
these apalyses are reported in T:ble V.6. The table shows t@at problems
with students and discipiine issues by far outweigh other pofential inter-
personal stressors. Discipline issues were relat$d to role ambiguify,
quantitative role overload, and role insufficienc;; Qroblems with students
were associated with role conflict. Problems with students were also,
surprisingly, negatively related to quantitative role overload. This find-
ing is somewhat puzzling, and may be antifactual in that most teachers

reported experiencing high quantitative roéle overload.

§

103-
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Table V. 5

v

-

Relatlonsh1ps between Organizaticnal Stressors

and Role Stress

o

104

i Size Formalization Bureaucratization Participatioﬁ§

0 X2 ¥ r | . x X2 s

- . . L e . N - - e - e = . ooy ‘;:_

%Role Conflict 8.92 .18 5.28 -.12 5.58 .07 6.11 ..24 -
Role Ambiguity 6.92 -.03 4.83 .21° 3:80 10 7.51 .08
Quant1;at1ve Role .

iﬁ Overload 3.97 -.07 11.88. .28 5.58  -.24 6.16 -.05

‘Qualitative Role : ‘ _

;  Overload 4.10 .27 5.30 -.08 5.87 .08 8.00 .03

- . - I,

“Role Underload 4.36 .25 3.02 -.10 8.29 11 2, 18 .13

3R61e Insufficiency .27 12.85* 2.81 .17 7.04 -.12 . 8.69 -.09
¥ p< .05 ) ’
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Table V. 6

Relationiships between Interpersonal Stressors and
Role Stress

\Y

:

s o . L .
oo L Problems lwith * Problems with Problems with Problems with Discipline
o Principal Other Administrators Other Teachers Students Problems |
‘ (N-21) (N=9) . (N=25) N=25) (N=25) |
N x? T x2 T X2 r x} R N N
" Role , &9 .
Conflict 6.74 -.14 .90 -,29 6.38 -.25 8.54 .47** 511 .03
.Role
-Ambiguity 2,95 .21 3.94 .53 5.97 ~ .10 -10.88 -.33 12,78%* 574+
BQuantitgtive } :
Role , ’ . ,
Qverload 4.84 .28 .56 .23 12.31 .26 7.88 -.41% 5.52 .34*
«Qualifative )
Rolé : . ,
Overload 1.98 -.03 . 1,14 -.34 3.20 -.26 10.01 ,22 553 .25
;Role .
Underload 3.56 -.14 3.94 .53 . 6.56 .07 11,31 .14 4.3z .21
}Role ,
Insuffi- . ‘ ‘
" ciency 11.71 .64** 1,41 .17 .10 .22 3,55 -.17 11,61 . 36*
i
p <
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Another interesting finding with respect to interpersonal stressors

was the strong association between problems with the school principal and
role insufficiency."The perception of many teach;rs.was that the principal
made classroom and:non~c1asérogm demands on their time, but that-the re-
sources--staff, materials, equipment--necessary tc meet these demands
adequately were rarely provided.

An examination of the interview protocols elucidated many interpersonal

problems experienced by teachers: Many remarks were addressed toward the

principal, ‘the administrators, and the administrative staff, for example.

AT A T et AR SR AR DAY S P O RN
L~ css g s o . P

"One of the most. frustrating things is when I don't get support
from the administration. -We have two administrators who handlé
discipline, and one is very inconsistent. As for our principal,
he is not very realistic in some of his demands. If you don't
have a conference period and you don't have lunch until 1:00 pm,
he ‘doesn't expect you to leave-your room from the time you come
in at 8:10 am until 1:00 pm, and if you do, you get written up.

. He wants us outside.our door 'guarding the 20 feet on either
side of our door'."

a

"Some of the administrators are on a power trip and they're cruel
to students. Sometimes we get bulletins from one administrator
that are very strange. One time I got a notice that I wasn't
at my door during kids passing."

< .
" |
‘.'
= .
. X
:l‘
B

"The administrators--they want to see your tests, they want to
know how you grade, they want you to do little forms. Some-
times I think they're kind of dumb. My goals are very different
from what they wanted me to do,"

"The administration treats you like a machine."

"The administrators are not really strong. They're not outgoing.'
They're too much yes-people. They tend to agree with every-
thing teachers say. They're not forceful."

In general, most teachers were pleased wi. the other teachers in the

i1 [
.

school. A few teachars felt isolated and excluded from the existing

"clique," but given the high regard in which most respondents hold their

£

colleagues, it is not surprising that the latter group was not a significant

phye :
i
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On the other hand, consistent with the quantitative results, teachers

mentioned many problems with their students and with discipline.

RN
. o
”-

-

"You never know what will happen if xou send a kid to the'office."

——

- .
aln o

Yy
H

"The most frustratlng thlngs about students are the noise level
and not ~etting work tumed in--many kids just sit back and take
'zeros' over and over, and that bothers me a lot."

"I want stricter discipline than the soft discipline we are re-
quired to use because of school .board policies. They don't let _
us carry the discipline to the point where it would be more
effective--teachers admlnlster1ng the punishment, and being
backed up by the supervisors. A lot of times a disruptive
student is sent out of class and in the end they get a little
slap on ithe wrist."

N A

"Some of the students can't read, write, or function in life.
They don't know how to behave. They fight physically and

_ verbally. They-usé a lot of bad words. I have been threat-
ened by students many .times. The discipline could be a lot
stricter. More students could be su:pended."

"The kids who are on drugs aren't the disruptive ones, but all
the other kids know. They watch and laugh, and are otherwlse -
Jistracted."

"There is no consistency in the way discipline problems are
resolved." -

"Junior high school is one of the hardest ageé to teach. I'm
ready for combat pay.'}

-

In summary, then, students_and discipline issues appear to .ffect-role
'y .
stress consistently; in addition, characteristics of principals and other
administrators also have somg stressing potential,

(%)

Job-related Stressors ‘

The job-rélated stressors examined in this study included variety,

importance, feedback, and responsibility. The asSociations of these vari-

ables to role stress are, reported in Table V.7, The tcble.shows two nega-

tive correlations with job variety--thefhigher'the variety, the lower the
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Table V. 7 .
Relationships. between Job-Related Strussors
v - , and Role Stress .| < )
; ‘ Variety Importance Feedback Responsibility
. x r Xt r x r XX, __r
‘Role Conflict 6.66 ~.52** 8.62* -.52%** 2,10 -.05 1.25 -.04
%Role Aubiguity " 3,71 .12 1.98 .14 4.17 .07 5.10 .39%
%Quantitativé Role T
:  Overload 2.18 .25 4.73 .26 1.45 14 4,95 .18
‘Qualitative Roie
- _Overload 2.63 -.09 .47 -.13 3.99 -.12 4.81 .09
-Role Underload 11.20* -.61** 4.17 -.16 7.92 -.03 2.24 “.09
_Role Insufficiency 4.05 -.01 2.89 -.28 6.87 .02 4.67 .00
* p< .05
' p <01
|




role conflict and role underload.' The perception of job importance was also

associated negatively mth role confhct. .

- . El

An interesting firding in this context was the association between re-- )

g ~

'spgnsibili‘ty' a'nd role ambiguity. Those teach‘ers who felt that their jobs

enta.;led responsibility also were likely to expenence their JObS as being

o

unpredlctable or unclear. To the extent that re5p0n51b111ty fpr students
° 4 ,,w@
7

encompasses many areas of life, it is hardly surprising that teachers felt -

lack of clarity about specific role expectations.

-

. ' < 2 . . -
'I‘he teachers in the sample made some interesting and informative com-

. %

ments about the characteristics of the1r jobs, particularly w1th reference

0-«

to feedback o : ) . '
"I've seen some teachers burn out who are'.young and enthusiastic,

but are not getting any positive feedback'from either colleagues

or administrators. Without.these’ positive strokes--well, you

can only go so far with just knowing yourself that you're doing

a good JOb " But at some point you need recognition from above."

"I think when the kids come back from high school and say: 'I'm )
so glad you made me do this'--to- me that's how well I'm doing. ,
Or to see a kid who comes in and can't get his act together and
can't keep up with everything, and you just sit-on the kids for
. a semesSter, and suddenly they pull it together--that's how well
I'm domg." )
~ . "I-'. can. just stand there and look at the expression on the students'
faces, and I can tell how well I'm doing."

' Despite these comments about feedback, no significant relationship of

¢ ¥

this variable tc role stress could e observed. - ’

it

B In-summary,“job characteri'stics,_ particularly job variety, had some
& , e . '

k>3

impact on role stress. Furthermore;-in many cases inverse, as opposed to

a direct, relationships were observed between,role stress and job-related

o
4

stressors.
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Intrapérsonal Stressors

:
H

=]

Tw7 groups of inﬁrapegsonal stressors were examined--demographic/back-

~ il k3 +
. 8round characteristics and personality characteristics., The relationships

of role stress to a number of demographic characteristics is displayed in

Téble V.8. The table shows séx, number of years of teaching experlence,

and the number of hours worked.to have, some relat1onsh1p with role stress,

o .

W@men report role ambiguity and quantitative role ovgrload more often than

men; teachers who had been teaching for severai years experienced lower

=

evels of quantitative and qualitative role overload than newer teachers;

_the number of hours worked was also associated with role ambiguity and role

-

nsufficiency. Other demographic/background variables also showed sporadic

z

- 3 - 2 - -
agsociations with role stress. Overall, however, sex and teaching experience

[ws

aAF the two most powerful predictors of role stress among the teachers in

th;'present sample;

Unlike demographlc/background variables, personality characterlcs were,°

¥

by and large, insignificant stressors in the present study (Table V.9).

Value inconsistency was expected to be stressful, but the qualitative data

- -

indicate it was not, at least for the sampled teachers. Likewise, Type-A
personality and authoritarianism did not appear to be strong stressors,
although rigidity appeared to increase perceptions of role underload, and

decrease feelings of role insufficiency. .

» To summarize, then, demographib and background characteristics. (par-

ticularly sex and teaching experience) were the intrapersonal character-

°

istics of importance in the role stress experiences of teachers in the

a Y

present study.

Summagz.' Environmental and organizational characteristics were not strongly

9 2’
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Table V., 8

Relationships betJeen‘Intrapersonal Stressors
(Demographlc and Background Characteristics)
and Role Stress

Total Teaching Tenure in Income
years . School ‘
T x? r x2 T

" Role Conflict 3.52 -.12 . . .23 6.70 -.28 12,37 -.27

.. Role Ambiguity . 6.73*% .52%* 28, .19 4.71 -.09 12.35 -.27

Quantitative Role . .
Overload s 10.80** ,65** . .34* 7.10 .11 11,62 -,26

Qualitative Role
Overload : | 3.20 .32, . .52** 9 72 .36* 9,72

i

Role Underload ©1.18 -.16  .26. .24 12,01 .24 10.28

Role, Insufficiency 4.65 .43 . .29 4.92 -.06 6.21

3




Table V. 8 (Corit'd)’ ' S

e Grade Level Certification Marital Status ﬁace‘
§ ' — _Taught . : S
X2 r X r - X r. x2 r X

7.24 + 3.90 -.38* 4.00 © +

6.01 t 5.49 -.29 10.24* t

o . -

4.99 -+ 1.99  -19  1.84 4.22

. 2.50

-+

1.42 .25° 9,20

-+

7.31 +
8.10 t 113 .03 6.98  +_  4.13 +

2.57 ¥ 2,29  -.16 7.23 " 3.45 +

|

gy bR B a7 A

& EA R o 5P e




Table V. 9

H

)

Reiationships'between Intrapersonal Stréssors ‘5:

. . + (Personality Characteristics) g
.. " and Role Stress ) 4
i ' “ . :
; Value - Inconsistency . TypeiA'Personality Authoritarianism Rigiditywé

2 x* r X r X2 r X r
“Role Conflict 6.23  -.05 32.47  -.01 23,72 -.04 31.46 .23]
“Role Ambiguity £.43 .02 37.46 .21 23.33  -.20 33.40 -.32
%Quantitative Role - - :f
.. Overload o 2,25 .07 32.53 .10 21.85 -.03 26.43 -.30"
“Qualitative Role , - ;
. Overload 1.31 .07 22.89 -.10 18.67 -.18  30.91 -.16:
‘Role Underload 6.93 .03 32.29 .03 33.61 .30 32,14 343
‘Role Insufficiency 10.36 .20 31.20 -.21 18.70  "-.16 " 39.67 -.38
* p< .05 ;
3
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associated with role stress in the study. Characteristics of principals

. £ R 0 .

and students, discipline issues, job chardcteristics, and certain demo-
4 [ Y \

5. s

3 A
. | . ¢ : .
graphic characteristics, on the other hand, had strong and consistent '

(%Y

relationshipr with" role stress,

-

Role Stress and Role Strain

<

The. relationships between role stress and three sets of role strain--

s

psychological, physiological, épd behavioral--were examined, and these re-

sults are presented in Table V.10. Because of the greater clarity and

\ utility of Pearson's.product-moment cerrelations over x% estimate, only the

former statistics are repgrted in Table V.10 and subsequent tables.
- Table V.10 shows many significant and strong associations between role
stress and psychological -role strain: Role' underload is the’ stress most
consistently associated with psychological strain--job dissatisfaction,
nervousness and depfessiOn,all bear relationships to this stress. Among
the strains, job dfésatisfaction and nervousness exhibit the most consist-
ent association with role stress; each strain, however, iﬁ related to at
least one symptom (and often several symptoms) of psychological strain.

;hysiological role strain symptoms, by and large, do not show strong

e ‘ - -

relationships with stress. But the number of psychosomatic symptoms: is
related, positively to role conflict and negatively to quantitative role

.

overload. The latter fiﬁding is interesting: tle higher teachers feel

>

their work load is, the fewér psychosomatic symptoms the} reporﬁ(ff;iii;.
encing. Overall physical health had no systemetic associations wit role\

stress.

Among the behavioral role strain symptoms, caffeine drinks were the

<

‘i
114
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Table V, 10 " °

B i e

(Product-Moment Correlations)

4

a

Reiationships between Role Stress and Role Strain

Alcohol Use (N=24)

Quanti- Qualita- -
tative’ tive .

N . Role Role Role - Role Role Role
: Conflict Ambiguity Overload Overload Underload Inusfficiency:
: Psychological §yqptoms . N ’
: , . Life Dissatisfaction (N=24) .30 .16 -.29 T s \\\\.04 .11
% . .‘ ‘ . Job Dissatisfaction (N=24) .39% .26 .28 .60*; L4T** ;96_
; . Nervousness (N=19) . .02 o L45* . 39* : .66%* v T4** .04 .
: Trritation (N=17) = . .09 .15 .32 A1 L34 .48*
N ‘ , X .
; Depression (N=19) .04 34 .34 .23 52% 27
: Boredom (N=21) .27 .23 -.18 .27 .36 JS58**

) ; Low Sglf—Esteem‘(N=19), . 39* .13 .06 . .34 .34 .22
% Physiological Symftoms
o Somatic Compiéints (N=24) .40* -.09 -.38% .31 4 .20
\ Overall Health (N=24) -.25 -.12 .04 -.23 -.18 -.27
§/ Behavioral Symptoms
§§ | ' Caffeine Drinks (N=24) .55%* .06 -.35% .01 .02 -.04
4 Drug Use (N=24) . X.og -.13 .02 .07 .20 .25

.03 -.14 -.16 -.33 .10 .18

* p < .05

** p<.01

Nt P Amee 2+ edocotwoemop
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only variahles associated with the experience of stress. Once more, quan-

N

titative role overload has a negative association with caffeine drinks, and

\ o ¢
.

role c,or\xflict has a positive association with it. In othe? words, people

feeling role conflict are likely to drink caffeinated beverages, but people

l with strong work pressures' are not. -
B [ )

The qualitative data also suggetted that there was reason to believe
l that the work-related experiences of teachers were related to symptoms or
' " role strain. o | '
o4 " "We always have a happy hour on Friday to celchrate the end of
K. " * another excrutiating week," . .
l ’ "This job has made me bored. I could do something more exciting, ‘,
more challenging that would pay more, and I would probably have
l'- ‘ to spend less time at it,"

T "In this job, I'm nérvous ail the.time. When I get nervous, I
' get a nervous stomach, and I'11 have acid." 4

- "My favorite thing in the world is beer, There are a lot of
. ’ teachers who drink.' .
‘ k3 ' . ¢

- "It completely wears you out." ‘

To recapitulate, role ’stress is most consistently associated with psy-
; chological strain symptoms, In addition, role conflict and quantitative
role overload are related to somitic complaints and caffeine drinks. Fin-

= ally, the qualitative data indicate some associaticn between stress and

alcohol use. -

-

Role Stress and Withdrawal

- One purpose of the present study was to examine the extent to which
role stress was associated with dysfunctional employee attitudes and be-
haviors--withdrawal tendencies and withdrawal manifestations. The results

of these analyses ‘are reported in Table V.11.

FRIC : o 117
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LT ’ Table V. 11 .
Relationships {Product:-Moment Correlations) between -
Role Strees and Withdrawal .-

Roie ~k

:f; v Role * Role Quantitative Qualitative Role
EN Conflict Ambiguity Role Role Underload Insufficiency-
: : Overload - Overload .
EHithdrawal Tendercies
Binding Forces -.13 -.24 .00 -.33 -.08 -.56**
(N=24) .
‘Distancing Forces .21 37* .09 .35 .07 .40*
* (N=24) ,
-Withdrawal Manifestat 'ons
{, .
Tardiness -.60** .22 .03 .28 .28 -.03
(N=24) ,
Absentéeism ) .46* .08 -.02. -.08 “.28 .02 P
(N=24) 25
. Turnover Intent 3 | L 54nw .03 AT+ -.17 14 -

(N=24)




The results show that the'experience of role ambiguity and role in-

sufficiency is associated with the rise of distancing forces; in addition,

¢

role insufficiency bears a negative relationship with binding forces. Thus,

L
a

SR

1
[
x-‘ .- ' - d- :

.the stronger the role ambiguity and the role insufficiency, the more the

WA g W
-'-

teacher wants to get away from the school. At the same time, "the incidence

~ of role insufficiency is likely to reduce the strength of the binding forces

“rg VIR Ry
e E k]
-‘

experienced by the teachers. -

&

In terms of the actual withdrawal manifestations, role conflict appears

to be the most predictive--both absenteeism snd tardiness are significantly
!
related to this stress. In addition, the experience of stress often appears

PR D

associated with the intent to tumm over, especially when stress assumes the

AT

¢
m"
. ;

- form of role ambiguity oriqualitative role overload, Thus, teachers who

-

experience conflict are likely to take short times off from thg job, but

ane

teachers who are unclear about their job demands, and whose job demands are

diffibult: are likely to look for alternative job opportﬁnities in the near

future.

Qualitative information from the ’nterview protocols also suggests that

some teachers cope with role stress by withdrawing, to a greater or lesser

, d,w
- -:h "-» ’

degree,

"I am usually late everywhere I go. I used to be late to school
all the time last year., This year 1 haven't been late once-~
. I guess it's because I'm enjoying myself so much."

"This job is hard on me. So I try to take off every once in a .
while. If I'm sick, I take off, If my children are sick, I
take off, Or if my husband needs me to go on a trip where he
is sponsoring kids I!11 take off for that too."

) "1 take"QOp-oﬁt' days occasionally to get rid of the pressure -
i from this job." - : s

"If I could quit tomorrow, I would."

N 115
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In summary, both a qualitative and a quantitative examination of the
data support the notion that role stress is related to wi ithdrawal attitudes

and behaviors, among the sample.

Relationships Among Role Strains :

It was argued earlier that the incidence of role stress would be par-
ticularly problematic if multiple deleterious effects of stress occurred
simultaneously rather than alternatively. One way of examining the con-
currence of the various strain symptoms is to focus on the intercorrelations
among them. The r;su;ts of such an analysis are presented in Table V.12,

The table‘shows that, predictably, -the different ps,chological strain;
are correlated wrth one another (life dissatisfaction and depression are
exceptions, to some extent), but not to the physiolcgical and behavioral
strain symptoms; ALikewise, the two physiological strain measures were re-
lated to one another. The behavioral symptoms of strain, on the other hand,
are not highly correlated with one another. In other words, the same
people are not likely to be using caffeine, drugs, and alcohol. The only
exception to this trend occurs with respect to drug use which is related to
job dissatisfaction, irritation, boredom, and Fhe physiological sirain symp-
toms, V C

-

Taken together, the results suggest that there is some reason to con-
‘clude that the manifestations of role strain are correlated with one another.
At the same time, however, the relationships across the subcategories of

strain symptoms (viz., the behavioral, physiological, and psychological

symptoms) are not as consistent as may have been expected.

oy
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*" R _w Table V. 12 )
‘ T ' - . Intercorrelations Among the Role Strain Sﬁptoms o \
, 1 2 3 4 5-6.7 8 9 10 ‘ui
;éPsychologhical Symptoms ’
‘l. Life Dissatisfaction A ) i ‘ .
‘: 2. :Job Dissatisfact;ion .05
r 3. Nervousness -.10 ,57**
4. TIrritation =19 .40* ,59%
5. Depres.sion 05 .17 .74*"; D L i
6. Bbxiedeta' -.12 51**. 62** 5i* ,36
7. Low Self+Esteem .00 .49* .42 .54* .33 65** B {
* Physielogical ESymptoms : 5 .
: 8. Somatic Complaint; .14 [ 36* =.05 .131-—.08 .09 .18
"9. Overall Physical .34 -.35* -.16 -.38 -.100'.01 ~.43% - 54** ¢
Health
;:,_Behavioral Symi)toms
B 10. Caffeine Drinks .33 .04 .20 -.22 -,14 .04 .20 4% - .12
11. Drug Use -.11  ,48** 29 ,61** 14 ,47* 34 .38% - . 51* . 1¢
12. Alcohol Use .04 .01 -.02 .23 -.01.09 .15 .24 -.23 .24 ‘27




|
- Role Strain and Withdrawal ° . I

The final issue of relevance in the present study was the extent to

. © 2 i

which 10le strain was related to withdrawal tendencies and manifestations.

-

! .

3 - The results of these analyses are presented in Table V.13. - ‘

. In general, the table shows some support for relationships between Tole

* strain and withdrawall tendencies\‘(d'i-stancing and binding forces) and be-

! - tween role strain and a *mild" form of witl;drawal--tardinessg Absenteeism

. . and turnover intent, presumably the more dysfunctional forms of withdrawal

C . show only inconsistent relationships with role strain. Symptoms (with the

l exception o:f the relationships hetween turnover ;ntent and caffeine ‘and .
-

o

drug use),

' , * Thus, it may be concluded that role strain does have an impact on the
effectiveness ox teachers' functioning, but is not necessarily likely to

- lead to the termination of employment, ‘

li ; &
e Summary i

E1

The resuits of the present study provide some interassting irsights about
' the role stress experiences of teachers. Among the major findings of the
study can be included the following: ' )

o Quantitative role overload is the stress experienced by )
teachers most often, followed by role ambiguity and role
1nsuff1c1ency.

) Interpersonal and job-related factors are the most impor-
. tant precursors of role stress among teachers, Specifi-
i cally, discipline issues, student characteristics, lack
2 of support, from administrators, and low job variety are
. thé most potent stressors. Some demographlc character- .
istics, including sex, are also predictive of role stress.

° The occurrence of role stress is associated with the ex, Ty
perience of strain--job dissatisfaction, nervousness, , :




Table V.

13

s Relation<hips between Role Strain and Withdrawal
’ Bind- Distanc- Turn-
7 - R ing cing  Tardi- Absent- over
Psychological Symptoms Forces Forces ness eeism Intent
S © > © i P)
R, ~ Life Dissatisfaction °-,15 -.07 | -.13 =-.19 .28
R : (N=24) o -.15 -.07 -.13 -.19° .28
" Job Dissatisfaction : . .
) (N=24) _ -.52%% 34w .50** .15 .13
Nervousness (N=19) -.51* .16 .40* .15 .17
Irritation (N=18) . -.20 .18 .37 .29 - 43%
Depression (N=19) -.39%  -.27 .10 .39, -.10
: ., Boredom (N=21) T o-.64** 37+ .48* .19 .04
Low Self-Esteem R
] (N=19) "-.29 .39% .46* .13 .15
. Physiolo&icai Symptoms
: Somatic Complaints . g T
g . (N=24) L -.20 .35% .11 22 .02
Overall Health (N=24) 07 -.25 .14 -.25 .12
v ‘ Behaviorsl Symptoms
Caffeine Drinks (N=24) -.01 .36* .17 .16 .44*
Drug Use (N=24) -.40* .25 .19 .01 -.49**
Alcohol Use (N=24) -.21 “.32 -.10 .28 -.22

L3 N . - 5 ’
BT TraxtL sk n S Rl G 62 K (S, T el s

*p < .05

**-p < .01

.
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fatlgue, somatic complalnts, caffeine intake, and alcohol
use are ‘MOSt. 11ke1y to occur as a resdlt of stress.

. -

Role ‘stress is related to: dysfunct10na1 employee be-~
‘haylors--tardlness, absenteeism, and turnover may occur
as - a consequence of role ‘stress. .

Many symbtoms qf s;rain can occur simulatneously!
-Symptoms of strain are associated with withdrawal be-
hav1ors.

o

~

e Stress has negative consequences, not only for the teacher
-experiencing the stress, but for.the quality of the school,
the quality of teachlng, and the overall effecfiveness of
education as well,

&
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Chaptér VI

S - DISCUSSION ' ' ' RS

"The results of ’the presen't study indicate that work role stress has

many orgam.zatlonal antecedents. The interpersonal network surrounding a
I - -

teacher's Job spec1f1c job charactenstlcs, and demographlc dxaractenstlcs

‘—‘o,a

are cntlcal in defnung the extent to which teactiers suffer role stress.

The present sLudy also demonstrates that role stress has deleterious con-

L.
i D e

seg ences for the teacher;, in addltlon, it can mar the effectlveness of

¥
%3,
«"q

- >teache;cs' functlomng. e .

In fact the results demand substantlve modifications ofithe conceptual

framework bresented :m Chapters II and III Before discussing these modi-

f;catlons, however, it is well to remenber the ways in whig:h the methodology
“used in the present study affects the potential interpretati\ons of the re-

sults.,

Methodological Issues '

v

The methodology used in the present study limits the interpretations

possible from it; at the same time, it also confers many advantages to it.

-

.foese’ constraints and benefits are discussed below. .

LS
e an Py

Iy
&

. Methodological Constraints

oy )
ek,
3

fcn

TNE e
Con

At least three sets of methodological constraints can be identified

>

that limit the knowledge to be derived from the study and the generalizations
possible from it, These constraints are imposed by the characteristics of
the sample, characteristics of the data collection, and features of the

analysis strategy.

The sample for the study was limited to one school district. Thus, the

125
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nature of‘the environmental constraints was relatively constant. . Second,
although variations were sought i;x terms of .schopl charactéris_tics, the .
realities of field research impinged on this ideal. That is, busing was
introduced in the school district tﬁe year ‘that the study was conducted, and
"élear" distinctions among the schools in terms of neighhorhood character-
istics were no longer possible. Third, the sample was limited to only 25
teachers. Generalizations to the population of teachers at large from a
sample so small can be fraught with problems: Fourth, a stratified random
sample of teachers was obtained in the study.’ Despite the many advantages
of this sa;piing technique, it also meaﬁt thag teachers under great stress
would not necessarily be interviewed. Some o; the learnings possible only
from extreme maniféstations of the stress phenomenon, therefore, had t6 be >
sacrificed in the study. Fifth, oniy°junior high school teachers were in-
terviewed, and variations in stress experiences attributable to students'
age and similar factors cannot be determined from the study.

‘fhe data collection strategy was the use of a semi-structured inter-
view format to elicit information. Some problems were inhergnt in this >
stiategy. First, interviews could last 6n1y for about one hour each,
limiting the quantity and the richness of the information possible. Sécond,
data were collected at only oné point in time, Although day-to-day fluc-
tuations in moods and experiences may have been randomized against, longi-
tudinal patterns of stress were still indecipherablg from the data. Third,
data were limited to self-reports. from the teachers, tﬁus precluding in-
ference; about "objecti;e" stressors, strains, and withdrawal manifesta- |

tions. Fourth, given the small sample size, it was impossible to detect :

possible biases resulting from interviewer/respondent pairings. Fifth,

.
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e

budgetary constraints necessitated abandoning the idea of generating trans-

cripts from each interview. Coding of information was sometimes based on

limited information, therefore. , . i =
¢ . o3

¢ Finally, the analysis sérategies possible were also limited. An at-
|

tempt was made lto generate both quantitative and qualitative information
from the interviews. Since both sets of data came from the same source,

however, it was impossible to use the two kinds of data interactively and

< [

simultaneously to deijive maximum utility from both sources. This strategy

would have been possible had multiple data collection techniques been used. ‘.
Second, given the small sample size, sophisticated multivariate analyses

’ }
designed to tease out the predicted effects were not possible.
In short, much czution t be exercised in generalizing from the : ~f

‘ results of the present study. The sample s ddta collection techniques, and

a :
4 x
b b

analysis strategies used must be borne in mind when the results are inter-

preted. : ' : ' r

\
T AR

>

Methodological Advantages g

Along with the constraints, many advantages also adhere to the metho-

dology used in the present research. Once more, these advantages can be

summarized under the headings of sampling, data collection, and énalysis. }
' The sample for the study was described earlier. Because a stratified 3
b ‘random sample of teachers was drawn, it was possible to get variations in

the levels of independent and dependent variables among the respondents.
< 4 . ) ‘ ’
3 In fact, some respondents in the sample experienced quite high levei:z of

o

d stress, while others resported experiencing®few, if any, problems in their

work lives. Second, because the sample was selected "randomly," some prob- ;

ol lems associated with the low N of the study were minimized. That is, it o :

{0
b L




<

‘Was possihle to use parametric statistics and to generalize from the re-

' sults to the teacher popiulations of the three schools. Third, the data

were not subject to the charge of being ""biased" because the teachers to

be interviewed were: specifically chosen due to their stress experiences,

Fourth, three schools are not many, but yet enough to provide some varia-
, i 2

v
e}

tions along the critical organizational antecedents of role stress of
interest in the present study. ‘ ‘ S e

The data collection strategies, likewise, had many benefits, First,
open-ended questions were ﬁsed and interpretations’ and elaborations
allowed, Thus, the possibility that the data were inaccurate because re-
spondents misinterpreted questions was minimal. Second, the provision of
ﬁany "proﬂe“ guestions also ensured that tﬁe infbfmation of interest was
obtained. Third, because respondents were not limited in what they could
say, bett;r rapport with -them was establlshed and, as a result the qual-
ity of infbrmation was superior, Fourth the exploratory purposes of the
present research were better served uhrough the seml-structured interview
format. Fifth, tape recording the interviews meant that questions and .
problems with the written notes could be resolved, if necessary.

The analgéis strategies used in the study also had some advantages,
the most important of which was the maintenance of close touch with the
human quakities oé tﬁe respondents. The use of sophisticated statistical
techniques often so diétanées the researcher from his/her respondents as ’
to render the results useless for most practical pqrpbses. This prpblem

could be avoided in the present study. The qualitative data were also

useful in explicating puzzling findings and revising the conceptual frame-

work.

23
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Summaix .

As with most research, the present study had some ﬁroblems and some
advantages. \The methodological limitations and benefits of the study focus
on sampling, data collectlon, and analysis issues. These constraints and

[y

advantages must be kept in mind when interpreting the results of the study.

»

Substantive Issues

-~
[3

‘Many substantive issues are clarified and explained through the present
study. Of particular 1nterest are the predictable and unpredlctable findings
of the ;tudy, and the revisions to the conceptual framework that these find-
ingsientail.
Predictable Fi'ng ngs | R

As expected, “teachers w urder different levels of the different

stresses. Most teachers felt that they had too much work to do, and many felt
also that the expectations for their jobs were unclear and undefined, Teach-

ers often also reported that they did not have the resources they needed to

do their jobs well.

In terms of the organizational antecedents of role stress,. characteristics
of the principal, the students, the discipline, and the job were‘ﬁbst likely
to cause stress among'the teachers.- Both in terms of the principal/admini-
strators. characteristics and in terms of the discipline issues, the proble-
matic areas were not the policies and procedures of the school per'se, but
rather the inconsistent implementation of these polches and procedures, and
the lack of support from wave that many teachers'felt their decisions re-
ceived. To the extent that. the sampled teachers felt that their jobs were

not monotonous, furthermore, they were less likely to report being under
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stress. Finally, the female teachers, as well as the less experienced

teachers in-the sauple,experienced greater role stress ‘than did the male

°

teachers and teachers with some experience.

Role stress was related moderately to role strain and withdrawal in the

present study. This finding was predictable, not only from commod s:nse,

but from the multitudinous other empirical investigations of the issue, some '

2

of which are reported in Chapter II. As expected, symptoms of psychological

strain were most likely to be related to role stress, although the data in- '

dicated some tendency. for the behavioral and physi?:logical symptoms to be

related to stress as well, Likewise, the different withdrawal manifesta- 3

M;«‘\ . . |
l' tions showed moderately consistent relationships with role stress. Also,

the role strain symptoms had some relationships with one another and with

o . . v \
. . the withdrawal variables. b . \

33

Unpredictable F;’mding_s_ ' ’ - . -

Of greater interest than the predictable findings are the unpredictable

s

findings, at least from a conceptua’ ctandpoint. The present research, like - e

*
many others, had its share of unexpected findings. -

o First, role conflict has generally been considered the most ubiqug‘.tou“s N

stress (e.g., Xahn et al., 1964; Miles § Perreau;}t, 1976}. In the present

Rt T R

study, however, this role stress was not reported unaninibusly by the teachers.

Three potential explanations for the relatively lower levels of role con-

flict come immediately to mind. First, several previous studies included - .

LY

 quantitative role overload in their definitions of role conflict, Quantita-

tive role overload was high among the teachers in the sample and the fusion

of the two constiucts would have resulted, in all probability, in reports of

high role conflict. Second, it is possible that teachers in the present

d
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sample reported the levels of received, not sent, role conflict., For ex-

-

ample, one teacher in the present study noted that if what she was told to

do differed from what she thought she should do (person-sender conflicf),

she did what’ she thought was right anyway. Th.rd, some previous research

(e.g., Beehr, 1976) has indicated that the presence of autonomy on the job

-

may mitigate the adverse effects of stress. If teachers in the present

’

study felt free to resolve the role conflicts on their jobs, the severity

of such conflict would be minimized considerably.

-

Eavironmental stressorg; particularly occupatioral status, were ex- °
pected to be strongly related QP the experience of role stress. Altho;gh
many teachers in the ‘sample hadosevere problems with the negative percep-.
tions of the teachers' roie that people in the outside world.often had,
occupational status was not quantifiably related to stress in the study.

It may be that strong relationships between occupztional status and role

stress could not be observed in the present study because of low variance

117

on the occupational status variable. It may also be that occupational status

4

has direct effects on role strain, and does not have an impact on role stress

at all,

Organizational stressors also did not affect role stress significantly
or consisteatly, This is hardly surprisingoin view of the small number of
schoois in the sample. It is hoped that future research will be able to

obtain greater variations along this dimension than were available in the

present~study D T T T T

@ a

It was expected that characteristics of other teachers would affect

the role expectations of the focal teachegs and that’ the two sets of

. & v.
variables would be related., But the empirical results indicated otherwise.

’
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An analysis of the content of the inte;views suggested that colleagues are
the moderators ol thé relationship between role stress and role strain, not
the precursors of stress. In fact, this moderating effect was suggested by
the conceptual framework of the,pfesent research as well as various empiri-
cai studieS'(é.g., LaRocco et al., 1980). - Thus, several teachers noted

that for them, talking:to other teachers always helped when they were under

-

stress, An empathic ear; they argued, was sometimes all that was ﬁegessary

to relieve the pressures of the job.'

Personality variables were unrelated to role stress in the present stu-

LY

dy. This result is probably attributable, at least in part, to the unre-
liability of the personality indices fbr'the sample. (The average inter-

item correlations were +13, +18, and *26 for the three indices.) What was

A\l

surprising was tHe lack of association between deviance from normative

s

climate and role stress. The probable reasons for this low association
/s

center on the fact that few teachers perceived themselves to be particularly
different from the majority of the people in the school. The few ''deviant"
teachers in the sample did not constitute a large enough group to affect

° .,

thie results significantly.

@

The final set of unexpected results concerrs the -associations of
physical heal“hL apdldrug use to the other variables of relevance. With
respect to the %orﬁer vériable (physical health), it is possiﬂle that the
sample was constituted of teachers with remarkable good health. With re-
spect to tge latter (drug use), however, it -is possible that teachers were
reluctant to report the use of psychotropic drugs, be they legal (e.g.,

librium, valium) or illegal (e.g., marijuana).

In view of the parameters for the study, then, potential explanations

™o

8
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fbr the various unexpected findings can be offered. Only through replica-

tions .and extensions, however, can the validity and utility of these ex-
| )
planations be determined.

A Revised Conceptual Framework .
Based on the data that were obtained, and‘the methodological and sub-

Lo

stantive characteristics of the research; the conceptual framework outlined
in Figure III.1 mu;t Se revised and modified. A revised conceptual frame-
work is presented in Figure VI.1. When the two figurqézare é;mpared,
Figure VI.I looks considerably simpler. The exc}usion of variables from

this revised figure were based on two considerations--(1)- the relationship

, was studied explicitly, and the data did not point to a significant associa-

ticn; or (2) the relationship was not studied explicitly and did not emerge

as salient.in the teachers' reports of their work experiences.

Y

Figure VI.1 shows the stressors that were critical in the work lives
of teachers. The influence of these factors on role stress was discussed
earlier. The solid arrows from the stressors to the role stresses indicate

that the stresses more prevalent among the sampled teachers (viz., quanti-

tative role overload, qualitative role overload, role ambiguity, and role

r

‘insufficiency) are more likely to be affected by the presence of stressors

than are the stresses less prevalent among teachers (viz., qualitative

k]
¢

o

role overload, role underload, and role conflict).
- The stresses, in turn, have differepyial effects on strain symptoms,

Psychological health is much more likely to be affected by the presence of

‘stress than is physiological health, and teéchers are more likely, to re-

spond to tho presence of stress than is bhysiological_health, and teachers

-

are more likely to respond to the presence of quantitative role overload,




Figure VI.1 . T

Revised Conceptual Framework for Work Role Strcss: ,
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role anbigﬁity, and role insufficiency than to the presence of thq,bggir
amon

A

-4 :
stresses. Role stress may also lead to withdrawal manifestations

. teachers; the #st likely form being the intention to turr over to-another

. ”
- .

job.

——-~Rolé strain and withdrawal symptoms are related to one another. Once : ‘ ;

more, the role strains more strongly :related to withdrawal manifestations

. are the psychological symptoms, and caffeine and alcohol use, Finally, the

-

characteristics of other teachers and the degree of job autonomy moderate

the relationship between role stress and role strain/withdrawal.

RIS

One question that the present study leaves unanswered is the extent to

which the theoretical framework presented in Figure VI.1 is specific to

]

the teachers in the present sample, or:,eneralizable to other employee ‘

e
' groups-:teachers in public junior high schools, teachers in junior high

schools, teachers ir elementary and secondary schools, teachers in general, :

or employees in general. The establishment of the limits of generalizability

of the findings of the present study must be one goal of future research

in the area.

”
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any‘ groups of people. For ,1nstance, school admnlstrators‘ " teacher tra1n-

~ .

-
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' synptoms‘f of stra:.n and teachlng effectlveness. The implications of the study
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Impllcatmns for School Admmlstrators 2 ER—-

¥
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e

iono\fthe present study 1s that work stress among teach-
. %

Is’not a problem Just for teachers. On the eontram;,‘,school admmstrat-
SN

A clear 1mp11<_:at

A '-,

. \W\.

(22 x-2 nust be concerned w1th the phenomenon, not only for humamtanan Teasons,

but for pragmatzc reasons as well Ro<1e stress affects a teacher's phy 'cal

I and lental health' it may also lead to dysfunctlonal behaviors among teach-

» l

ers--behavmrs such as reduced effu::.ency,L tard:.ness absenteelsm, and

‘e §,~ ‘

turnover. o SR R . \\'
x‘g . Y . ‘\

4,‘ These dysfunctlonal behav1ors are costly for the school Many substitute

L
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teaehers nust be’ pald for example, to make: up for those teachers who are

~
-

absent. 'leemse, turnover is e;cpensive. Some people estimate that an or-
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éénizatxon loses the equ1valen* of 2% months' ‘pay 'for every employee who turns
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Jobs’ For jobs that require»more training and experience, the losses are
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considéraply greater. Because many turnover costs are hidden (e.g., per-

P S R e ;
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v

sonnel time in’processing forms, loss in terms of efficiency, etc.), however,

(R
hotifvadfeaV,

“

1

~ they are easty to overlook. But, in the long run, the costs of these

[
X AT b hedfe

¢

=

dysfunctional behaviors can add up, and they can bé debilitating for the

A

A

<

organization's-economy. L. 5

Not only are tardiness, absenteeism, and turnover expensive, they are
disruptive to the smooth functioning of the school as well. A class that is

frequently taught by substitute teac}f_ers for instance, is likely to be less

v < . < E

.condncwe to leamlng than one that is usually taught by regular teachers.

L1kew1se, the overall climate of the school may suffer con51derab1y if

teachers come to work late, or if the roster.of aVa:Llable ‘teache¥s is al-

.

ways‘\ changing. : ) o ) ’

¢ ~ -

To the extent i’that work-r:elated stress increases the likelihood that
teachers will manifeet these behaviors, it is in the s.iterests of school
‘administrators to attempt to ameliorete such stress. I;unherillore, to the
extent that the stress stems from properties of the "scheol, it is in the
power of school administrators to attempt to alemiorate tixe stress. Given
the various pre’cursers and their relative potency in our study, man)" sug-
l° . gestions can be derived about the ways school'administrators can begin.re-
ducing teacher stress. | ’

. Theré are many school propertles that_are beyond the c e
administrators' power to change and- control. For in-
stance, the school administrator has relatively less
direct influence on federal regulations regarding .
i educational priorities than he/she does over the day- )
to-day functioning of the school. Focusing on those
: ~ causes of teacher 'stress that are under their direct
’ "control minimizes the diffusio> of administrators'
‘ energies and maximizes sthe focusing of concerted
: effort on those stressors that are most susceptible
to change. .

e

4%




Mmy of*the teachers' complaints centered on their
teaching ass1gnments--they were ass1gned to teach
.- ;subjects; with which they: had little. famhanty.

A good matchmg of: backgrounds and assignments can
;probably ‘be achiéved. with relat1ve ease, and would
be mstrunental m rehevmg “teacher 'stress.. ’
With. respect to their work loads, dxfferent teachers
in. our study meéntioned differeiit problems. Within the
same" school ; for mstance, some -teachers had five
classes .o the Same. subject ‘(one preparation), while
others.had five totally different preparations. A
more equ1tab1e distribution of work loads is probably.
conducive to stress reduction. -

STy,
PPt O

‘ Many teachers felt that they rece1ved conflicting de-
mands froa_the school adiumstrators. Th:.ulcng about

1ds
coor@mauon anong adnimstrators about the -demands.
relayed:to teachers: would probably relieve th1s prob-
lem,. - .

. .
S - L}

'l‘eaehers in our study felt( that the1r jobs- -were ambig-
wous, If admmstrators ‘worked with these. teachers to
clarify their- Job reqmrements or ass1gned moTe -exX-
perienced-teachers.;to work with the newer teachers in

- clarifying. then- Jobs; {role clanty could- probably be
heightened, and -anothér- potential stressor, removed
fron the work ennronnent

A strong stressor in our study Was qual1tat1ve role
overload. Teachers reported -that: they had not learned
-classroom" lapage.ent '$Ki1ls 1in school; and many re-
marked that they ‘had’ not acqun-ed such basic skills
as test ‘construction, grading, etc. ‘Needless to say, -
all these arehesséntml to: the. smooth functioning of a
class. Makmg in-service programs available to teach-
TS -S0. they ‘can formally acquire these skills would
be quite benéficial to.the teacher and to the school
as well, ¢

Since the more experienced teachers are the ones. able

to handle stressful classroom situations better, it

may be beneficial to make class assignments.in a way

that minimizes the placement of 'new' teachers in

stressful classes, and maximizes on the experience of
/ the 'older' teachers in handling these classes.

o " -
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;) ;A un1form1y comphant
th “chool qdmm.stratz.on is’

people to whom a teaeher can. turn when he/she feels
.the need to. - : s,

Many: reachers reported that discipline problems were
handled 1ncon51stent1y by ‘their school administra-
tors, aid -that this: undemned the»teacher's authority
- with. the. students. CAY concerted -effort - by .school. :
admmstrators to nete out’, Justlce\equally and falrly
-would be mtrunental iR allevratmg this -source of
teacher stress. -5

"~

\

R ! - \\'~

'Teachers :reported Iower 1evels of stress ‘when they

ved: their ja :have h1gh levels of var: ety
and Tow: levels of _"epet1t1veness and monotony. Tt
if elassrooi““ass:.gments are made. in ways that _some
vanety is- ‘assured; the: dégree- of stress-that. teaeh-
ers - expenence \ull Be um.mzed. Of course, the
éarlier point of: -iot. havmg too many: ‘preparations
should. also be remembered ‘here: The ideal ‘would be
for teachers to have soie’ variations in “their ass1gn-
ments, without being compléetely snowed under witn
preparations.

Many teachers reported that they did not have the re-
_sources they needed to do their jobs effectively and
efficiently. Principals and other administrators have

control over the distribution of some resources.
Beyond that, however, they'are in the position to
"lobby" school districts for the allocation of more
resources for their schools. A major step toward
relieving t2acher stess could be achieved if the re-
sources necessary to teach well were available to
teachers. . .

"
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In many ways, principuls and other administrators may
be able to 'buffer' teachers_against the harmful effects
of Stress. They can provide a sympatheuc shoulder to .
cry on, lend an understarding ear for airing problens,
and generally 'be there' when teachers need them.

. -

These are some ways indicated by our study for administrators to help

bty

Y

in reducing teacher stress. Two additional points are relevant here. First,

‘

¢
.
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stress is a subjective experience. It is based on how teachers perceive

A Me e A2 A T

their work environments. Therefore, it is necessary to chafxge, not only
the 'obje'ctive environment, but the teachers* perceptions of the objective

environment as well, if stress is to be relieved. In many cases, the_ob-

T v it e ok e 200

jectivg reality may not be stressful; misperceiving their environment,

. N
however, the teachers may feel stressed anyway. Perceptions and attitudes

> are often harder to change than is the outside world. But perceptions are
the immediate precursors of stress,.and it is these perceptions that ;ﬁst .
be the focus of most change efforts. ' . -
Second, it is ot_;vic:usly impossiblé for any school administrator to im- ;
plement all the suggestions listed above immediately and simultaxieously. ‘
If teachers feel that the school administration is. trying to relieve their
.burdén, and if administrators work on reducing 'tfle stressors one at a time\,

N A

however, a giant step towdrd rescuing teachers from intense stress will

4
‘have been achieved. . , : P -

Implications for School Teachers )3

Clearly, since teachers are the ones who experience the stress, it is

@

_important for them to reduce stress. From a physical and mental health per-

spective, as well as from the perspective of being effective, contributing o

. members of the school system, it is important that stress be managed by "
. . teachers. Many action steps may indeed be taken by teachers to relievé the - :
- amount of stress th'(ey feel in their work lines. Some of these steps are
l discussed below, *
o ° Teachers often perceived themselves as having less autoaony
' 'ghan tl.ley actually had. Many of the ambiguities they perceiye
i} ‘ in their work environment, for example, can be resolved by the .

i teachers themselves. It was reported earlier that role conflict
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“"i‘.g T i ) may have been low in the present study because the teachers
L . were able to reconcile their conflicts. In a similar vein,

' - ambiguities, overload, underload, and insufficiencies may
. also be within- the power of the teacher to alter, to a
0 - greater or lesser extent.

y 8 ° Overload- problems often arise- ‘when multlple commitments
-, are undertaken on the job and off the job at the same time,
Occa51ona11y, it is impossible to give up any of these
- commitments. More often, however, prioritizing one's goals
and objectives is 1nstrumenta1 in separating the critical -
commitments from those that are des1rab1e but ‘not
. necessary.

. ° A support network is almost always useful. Friends who .
’ understand the plight of teachers can serve as sounding
boards, as feedback sotr~ces, and as gesource providers. Thus,
developing a group ‘of fr1ends, within -and ‘outside the school,
can be critical to surv1v1ng in a stressful environment’. c
° Many teachers in- the present study»felt that their educational '
training -did-not prepare them adequately tc cope with, and
: _function effectively in, a Junlor h1gh school environment.
Other teachers remarked ‘thdat inservice training programs
were where they acqu1red many of their skills. .Making maximum
\ usé of these and other programs should help bridge many of the °
- training gaps that teachers feel.
o [
° 1t is important to separate problems with one's perceptions
" from problems with the "objective' world. Sensitivity to
one's environment is useful.in internalizing or externalizing
tne locus of problems, as appropriate.. In“other words, when .
the problems reside” in the teacher's perceptions of external '
reality, it is vital that they revise their perceptions.

= T

VIS ° Sometimes, recognizing that "beating a dead horse" 1s useless

: can be constructive. If the teachers accept the unchangeable R

aspects of the school environment (e.g., the age and emotional
- maturity of the students), they may be able to cope with them
better. . -
a o
Thus, many facets ‘of their worx lives are under the control of teachers.

W1th proper direction and emphasis, teathers can minimize the Harm‘ul effects

x

_possible from a stress-filled environment.
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Implications for Teacher Training
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A clear finding from the present study was that their education and
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training had not prepared teachers for what faced them in junior high schools.
Most teachers reported that their early.teaching years were filled with

v

tension; only with experience did they learn to cope with the realities of

¥

teaching in junior high schools. Thus, the results of the present study

have some implications for the training that teachers get prior to ‘the time
they begin teaching.

° Most respondents agreed that they had learned the content of
what to teach in school, but ‘had not learned any classroom
management skills that were useful. Clearly; running a class-
room, handling adolescent students, and reta’nlng their
attention are amsng the most important aspects of these
teachers' roles--as important as, if not more important than,
actually imparting knowledge. Whether théy acquire these
management skills through observations, through supervised
'practice’” sessions, or_through some other means, it'is °
vital that teachers,le/rn these skills more thoroughly than
is now .the case. Education Departments must. be concerned

- with this aspect of teacher tra1n1ng.
] . 7
Many teachers observed that it would have been useful for
them to acquire some stress management and coping skills,
Once more, these areas could be inccrpovated within the
regular teacher training curriculum.
: -

W

Summagz

In this chapter, many implications o#f the present study were outlined.

Implications were discussed in terms of the action steps that school ad-

ministrators, teachers, and teacher training ptrofessionals can take to

3 \ .
minimize either the negative impact of role stress or the stress-producing

phenomena themselves.,
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Chapter VIII o

SUMMARY

< - §

The present study was concerned with an exploration of the organiza-

tional antecedents and consequences of work- role stress among teachers in

. "
e

*
g
]

pnﬁlip junior high schools. Role stress was defined as a received role

.
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demand that the, focal person is unable to satisfy and wh{ch, therefore,

L
I Y "Dy v

poses a threat for him/her. The antecedents of stress wére examinéd in _

R

terms of five stressor groups. Environmental stressors concerned the

& ' [ L .
7

extra-organizational. characteristics (e.g., role expectations from par-
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~_én§s)fﬁhht may impinge on the teacher®s work life. Ogganizationél
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_ stressors focused on characteristics of the organizational policies and

s
ERgAtA

rrocedures; as well as structural organizational properties. IntexperSonal

A

stréssors concerned characteristics of school administrators, other teach-
‘ ers, and student: that may stimulate the experience of role stress. Job-

,related stressocs revolved around the nature of the specific tasks that _
teachers performed in their work roles. " Finally, intrapersonal stressors

were characteristics of the teachers themselveS--their persorality and

*

their demographic characteristics--that may serve as sources of role stress

for them. . ' .

1

s s

The conséquences of role stress.were examined along two distinct cate-
gorieé. First, symptoms of role strain were of intersst and §econd, mani-
festations of teacher withdrawal were also relevant. Strain symptoms
were fﬁ;%her subdivided into thrgeJ§£oups--psychological, physiological,
and behavioral strain. Three withdrawal manifestations were explored.as

responses to role stress, viz,, tardiness, absenteeism, and turnover. i

¢
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. The research design entailed using semi-structured interview guides to

elicit data from 25 teachers in three schools located in one school

>

distriqt. Schools were selected to represent diversity in terms of

-

neighborhoods; within each.school, a stratified random sample of teach-
L

ers (stratified on sex and race) was obtained. then;ive notes: were
taken for each intérview, and the interviews were also tape recorded.
The analvses involved an examination of the interview protocols bétﬁr
ﬁ qualitatively and quantitatively. The results indicated that a wjée Ai-
veggencelexisted in the sample concerﬁing the level of stress experienced.
Quantative role overloa9~was reported as, being equrieﬁcgq most often,
followed by }ole ;mb;guity:and role in§yfficiency.‘ Interpeisonal, job-
Telated, and intrapersonal.stresgors were significant for the teaacher -in
the sample. Specifically, schooi administrators, students, discipline
‘issues, job variety, gender, ;nd teaching experience were the potent
* stressors in the presept study. The stra;p symptoms most likely to occur.
as a response to stress were psychological in nature. There wa§ also
sbmg evidence to indiéate that caffeine—and alcohol ‘use were somewhat
affected by the experience of ;tress; Finally, withdrawal manifestations
also tended to be magnified in the presence of stress in the work place.

— < 1] N

The conceptual thrust of the present study was‘reyised in light of the

empirical results that were obtained. In addition, the results suggested

-

. ' mahy practical steps that could be taken to reduce the stress experiences
s ;

of teachers. These action steps were discussed in terms of three poten-
‘tial loci of change--school administrators, the teachers themselves, and

teacher training programs.

. Given the adverse effects of work role stress on-the physical and

¢ e e, A




perienced by teachers,

5
R

@

AER Fdn ¥
:-.n X
e .

o
*

v
:

¥ B

>, Frve

_mental health of teachers, and giVen the intensification of undesired
~ ‘ ?

behaviors as a response to stress, it is of urgent importance that change

' efforts be implemented immediately to reduce the levels of stress ex-
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SUGGESTED INTRODUCTION

¢
’ Ae ‘

\ As you know, the Southwest Educational Development Laboratory is
conducting a research.study of the work role.stress experiences of public
-school teachers. In this interview, I will be asking you questions about
the .extent to which you feel stresses and strains in your work as a teacher.
It 'will probably take about an hour to complete' this interview.” I should
. emphasize again that your answers will be kept completely confidential, and
that no one outside the research staff will know what you said. I hope you
will feel free to express your real feelings with me.

.1 will be tape recording this session in order to ensure that I don't
miss important parts of your answers. If you feel uncomfortable with the
tape recorder on, please let me know, and I.will turn it off, and only take
written notes. )

Do you have any questions about the study, or about this interview,
before we begin? ‘
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I w111 be ask1ng you some general questions ‘to beg1n with, and later \
. turn to more specific questions. First, how do you fuel about life
in general? Are you~ satisfied and happy9 ' )
Probe: Why are you/are you not/satisfied and happy? v

.
N

2. Do you like working for (SCHOOL NAME)? L .
Probes: What do you like most? . '
What do you like least? . .

‘ -

3. Now I will ask you about some spec1f1c things that may or may not be

problems for you in the school. Again, 1 hope you will be candid in -
your answers.

4

Do you feel that people at school make demands on you that conflict
, with each other? .

Probes: Who makes the \demands?
How often does this happen?
How much of a problem is this?

3

3

-

o lawd iy o

4. 1Is your job as a teacher clearly defined and predictable?
Probe5° In what ways is it not? :

- How-often does this happen? - - o

‘How much of a problem is it? )

5. Do.you feel like you have too %ﬁchowork to do at school?
Probes: In what ways? >
. How much of a problem is this?
. . How often do you feel this way?

A

6. Do you think that you have the skills and training necessary for you
- to do your job well?
" Probes: What don't you' have?
How much 6f a problem in th«s for your9

7. Do you think you have sk1lls, knowledge training, experience, etc.,
that you would like to be using in your job as.a teacher but cannot?.
Probes: What can't you use?

Why can't you use it/them?
How much of a problem is this for you?

8. Do you have the things you need (materlalq, equipment, space, etc.)
that you need to do your job properly?
Probes: What (else) do you need?
How much of a problem is this for you?




Are there other aspects of your teaching job per se (rather than the
school, students, etc. ) that are problems for you?
Probes' What are they?

Why are they problems?

How much of a problem?

Turning now to some other issues, I would like to find out some general
things about your school and school environment. :

Do you like the administrators in this school, i.e., th> principal and

the other administrative staff? -
Probes: Specifically, who is problematic?:
What kinds of problems are there? (Not supportive, too task-
. oriented, unfair, authoritarian, etc.)
How much of a problem?

“

How would you describe the other teachers in this school?
Probes: Are they friendiy, helpful, support1ve9
Do they gripe a lot?
How much of a problem is this for.you?

How about the students--any problems with them? ,
Probes: What kinds of problems? - .

How severe are these problems? e ¢

How often do they occur?

How do discipline prublems get handled?
Probes: Is-the resolution fair?

Who -comes ot * on op?

Is this a problemfor you?,

N

How would you describe your teaching job itself?

Probes: Are you really respons1b1e for your students?
Do you feel like you are g01ng the same things over and over?
Can you find out how well you are do1ng’ How?
How much of a problem is this?

How would you describe the school overall?

Probes? Is it too big?

Is there too much work to be done?

Is there too much paperwork?

Arc there too many rules?

Do teachers have any decision-making authorlty’
How much of a prob)*m is this?

Now I would like to ask you some questions about yourself, what you
like, how you react to the school, and so forth.
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First, do you feel that school demands.conflict with other demands on
‘you from-outside (e.g., from your family)?
Probes: From whom do these demands ccme?

How much of a problem is this?
o e How.dd you resolve thé conflict?

+ . ) . ~>

17. Do you feel that your values aie coﬁsistent with the values that prevail
" in the school?” -
* .Probes: In-what ways are they‘s1m113r/d1551m113r7

.. Is this a problem.for you?
_ How much of a problem?

18. Overall, how do you rate teaching junior high schools as an occupation?
Probes: 1Is this a probiem?
How much of a problem? - ‘ o

1§a. Is teachlng in a junier high school more similar to teaching in ‘a high
"y school or an,glementary.school? .

l - 19, In general,: how do you feel.about yourself these days” ¢ ‘
A Probés: Do you like yourself?.
Do you get annoyed easily?
Do you feel nervous and jittery a lot?
Do you zet depressed easily?

Do you get bored easily? ‘
How much cf a problem is this?

"

> ) ~

: 20. How do you rate your general physical health?
G Probes: Do you have any somatic complaints? .
"- Do you have“insomnia? ’

Have you had any serious problems recently?
21. Do you drink a lot of tea, coffee, colas, etc.?
. Probes: What do you drink?
How often?
How much?

, 22. Do you use drugs or medication a lot?

: Probes: Are these prescription drugs?

- How about over-the-counter drugs? .
Any other kinds of drugs?

How much do you use it? ~
How often do you use it? '

23. Do you drink alcqhol?
Brobes: What do‘you drink?

164 . | :
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3

How much?
How often’

-

Changlng the topic some, do you sometimes feel the need to put the
'school, tea»h1ng, and -students out of your mind?
ProbeS' Why?’

How often? !

What do you do- aboiit this féel;ng’

Why do you keep teaching?

Probes: What attracts you? >
. . What keeps you from quitting?
How much of a problem is this .for you?

*

Y

. Are you ever late to work, absent from work, etc..

Probes: Which is it?
How often ‘do you do it?
" Why? ;

. *
- ©

Do _you 1ntend to look for another Job—-tcachlng or non-teachlng—-ln the
future? ]
Probes. Why?

* When?

What kind of a job?

What (other) strategies do you use to handle the stresses and strains
that may arise from the job? -
Probes: How successful are these?

How often do you use them?

-

I have a short questionnaire that T would like you to fill out now.
It should take only a few minutes to complete.

Please check the response that applies to each questionm.

a. How long have you worked for
this school?

Tl) Less than 3 months
(2) 4-11 months

(3) 1-3 years

(4) 4-5 years

(5) 6-10 years

(6) 11 years or more

’
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What was the size of the community in which you spent the largest
‘portion of your time up to the time you finished high school?

(1) On a farm or ranch

(2) 1In the country, not on a farm .

" . ‘or ranch

(3) A suburban town near a city

(4) A small city (less than 100,00 -
people)

(5) A large city (more than 100,000
people)

What is your marital status?

(1) Married . .

(2) Widowed %
(3) Separated

(4) Divorced-

(5) Never Married

“1Is your income the primary source of financial support for your
family? : ot
(1) Yes . -

(2) Mo

t

.7
How many dependents do you have (others who depend on your income

for their financial support)?

dependents

Are you...

(1) Black
. {2) Oriental
‘(3) American Indian

(4) Spanish Surnamed American .
(5) White
(€) Other

Which of the following ranges is nearést to your total incgme -

from your job last year?

3
(1) .Under $4,000
(2) $4,000 - $5,999 .

" (3) $6,000 - 57,999

(4) $8,000 - $9,999 .
(}) $10,000 - 12,999
(6) $13,000 - 15,999
(7) $16,000 - 19,999
{8y $20,000 or more

L b




30.

How many hours do you uéually work per week on this job?

(1) Less than 20

(2) 20-29
(3) 30-34 -
(4) 35-39
(5) 40-44 : -
(6) 45-49

(7) 50 hours or more
i. Overall, for how many years have you been teaching?

- years

j. What grade level(s) do you teach?

k. What grade level(s) are you certified to teach? .

-

Here are some self-description questions. Ary answer that describes
the way you feel or act is the right one to give. You may use any of
the seven response options in answerirng the questions. ' Answer quickly
rather than making a long decision on each question. Of course, if
you want to think out some answer, please feel free to do so. It is
your first impressions, however, which are the most important. Remember,

i

you will not be identified with your answers. “
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a. I hate giving up before I'm n e w zZza o <
absolutely sure I'm licked . . M) 2 (3) @ ¢6) 6B, (

b. ©Gur thinking would be a lot better -
©  off if we would just forget words
like "probably", "approximately", :
and "perhaps". . . . . . ... .. (1) (@ 3) &) (5) (6) (

¢.. Sometim~s I feel that I shouldn’t be
vorking so hard, but something

X Strongly Agree

7)

drivesme o . . . . . .. e e () A 3 B G B D

d. I like to have a place for everything,

and everything in its place. . . . (1) (2) (3 @4) (5) (6) (7
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I thrive on challenging situations; h

the more challenge I have, the 2

better . . . . . ... .. ... . (1)
What young people need most of all

is strict discipline by their

Parents . . . . . . v 4 e v e . o4 (1)

In comparison to most people I know, .

I'm very involved in my work . . . (1)
. I don't like to work on a prcblem
unless there is the possibility

of coming out with a clear-cut

ANSWET . . . . . e e e e e e e e (D
It seems as if I need thirty hours
a-day to finish all the things I

am faced with . . . . . . . e e . (D

I think I°am stricter about right
and wrong than most people . . . . (1)

In general, I approach my work more
seriously than most people I know . (1)

Most people who don't get ahead-just
don't have enough will power . . . (1)

" I guess there are some people who can

be nonchalant about their work, but
I*'m.not one of them . . . . . . . . (1)

A few strong leaders could make this
country better than all the laws
and talk . . ., ... ... ... (1)

The trouble with many people is that

they don't take things seriously
enough . .. ... .. ..... . (D
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Disagree
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(2)

(2)

(2)

(2)

(2)

(2)

(2)

(2)

(2}

(2)

Slightly Disagree

~
(%)
, A

(3)

(32

(3)

(3)

(3)

(3)

(3)

(3)

(3)

(3)

= Neither Agree Nor

“— Disagree
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(4)

(4)
(4)
(4)

(4)
(4
(4)

(4)

Slightly Agree

~
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A

(5)

(5)

(5)

)
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()

(5)

(5)

95)

(5)

Agree

(6)

(6)

(6)

(6)

(6)

(6)

(6)

(6)

(6)
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My achievements are considered to de
significantly higher than those of
most people T know . . . . . . . ..

Strongly Disagree

Disagree
isagree

Slightly Disagree
Slightly Agree
Strongly Agree

Neither A

D

~

—
~
~
~—~

N
~
~—~

E-%
~
~

(%)
~
~

People -who seem unsure and uncertain
about things make me feel uncomfort- .
able . . . ... .. 0000 ... D (5) (6)

People sometimes say that am insult to
your honcr should not be forgotten (1) (2) (3 @4 ) . (M

I've often been asked to be an officer
of some group or groups . . ... (1) (2) (3) (4) 5y 6 (M

31. Are there other aspects of your work life that you would like to discuss?

Thank you very much for your time. In the next month or so, we will send you
a typed copy of this interview for your inspection. We appreciate your help,
and we will provide you with a summary of the findings of this study as soon
ds it is ready. Again, thank you for your cooperation in this research effort.
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November 21, 1980

Dear :

. The Southwest Educational Development Laboratory under a grant from the
National Institute of Education, is conducting a research study of the
quality of teachers'-work life. The study will explore such matters as

.the school-related factors that may be responsible for work stress among
teachers, the severity of stress, and the. consequences of such stress.

The study will attempt to obtain information from about thirty teachers in
three junior high schools. "You are one of the teachers we would like to
interview, and we request your cooperation in this study. Your name was
selected on a probability basis from among the membership of the Austin
Association of Teachers.

In the next few days, we will be calling you to schedule an interview with
you at your convenience. The interview will take approximately one hour to
complete, and we can conduct the interview. either onthe school premises or
at another location of your choice. Of course your participation in the
study is completely voluntary, but the cooperation of people Tike you is
essential for the success of this research effort.

Please be assured that every effort will be made to maintain the confiden-
tiality of the teachers we interview and of their school affiliations. All
documents containing identifying information will be*kept in secure files
4 at the Southwest Educational Development Laboratory, and only the research
S staff will have access to them. Data analysis procedures will be designed - - -
o to provide aggregate information on groups of teachers, rather than inform-
" ation on identifiable teachers or schools. The study is intended to
w: generate information about the factors that cause, and the consequences of,
v work stress among teachers. The study is not designed to expose problems
with specific teachers or schools. You wiTl, of course, be sent a copy of
~ the report on the study as soon as it is completed.

Let me emphasize again that your cooperation in this research effort is
vita] if we are to understand, and perhaps ameliorate, the stress exper-
iences of teachers. If you have questions concerning the objectives or
methods of this study, please feel free to call me at work (476-6861, ext.
237) or at home (836-5628). Thank you in advance for your cooperation in
e this impprtant study. We appreciate your giving your valuable time to help
5e in our research.

Sincerely,

" Nina Gupta, Ph.D.
Project Director
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CONCEPT: LIFE SATISFACTION

QUESTION: I will be asking you some general questions to begin with, and
later tum to more specific questions. First, how do you feel about life
in general? Are you satisfied and happy?

#
l General Level Corments

No comments

Work-related reasons

External reasons

Work-related and external reasons
"No reason to be unhappy"

Low lite satisfaction
Medium 1life satisfaction

1.
2
3 = High life satisfaction

Tt

VT A=
o oo

CONCEPT: JOB SAT1ZFACTION

QUESTION: Do you like working for (SCHOOL NAME)?

General Level Reascen for liking Reason for disliking
i job 3ob
1 = Low job satisfaction (A1l coded 1 = mentioned; 2 = not mentioned)
2 = Medium job satisfaction
3 = High job satisfaction Extrinsic Extrinsic
" ° Intrinsic Intrinsic .
Iaterpersonal Interpersonal
Students Students
Teachers Teachers
Administration Administration
‘ Discipline Discipline
N Physical layout Physical layout
: T - —Bureaucracy- ——— —Bureaucracy -
- Other Other

o

CONCEPT: ROLE CONFLICT

QUESTION: Do you feel that people at school make demands on you that conflict
with each other?

General Level Source (mentioned/not mentioned)
1 = Low role conflict Time ,

2 = Medium role conflict Inter-sender conflict

3 = High role conflict Intra-sender conflict

Person-sender conflict
Person-role conflict
Other

# of stress sources mentioned
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CONCEPT: ROLE AMBIGUITY i
QUESTION: Is your job as a teacher clearly defined and predictable?
General Level Source
1 = Low role ambiguity 1 = none
2 = Medium role ambiguity 2 = unpredictability
3 = High role ambiguity 3 = undefinedness
4 = both
5 = other
QONCEPT: QUANTITATIVE ROLE OVERLOAD .
QUESTION: Do you feel like you have too much work to do at school?
General Level . Source
1 = Low overload 1 = none mentioned °
2 = Medium overload 2 = # preparations
3 = High overload 3 = impinge on family time
4 = # students
5 = time + # students
6 = hours
. 7 = cther

CONCEPT: QUALITATIVE ROLE OVERLOAD

QUESTION: Do you think that yosu have the skills and training necessary for ,
you to do your job well? -

K

General Level -Source (mentioned/not mentioned)

- T'= Low ovéerload acquired with experience

2 = Medium overload discipline problems
3 = High overload ‘ other races
‘ specific classroom skills
patience, motivation e
other

# of sources mentioned

N

CONCEPT: ROLJ: UNDERLOAD

QUESTION: Do you think you have the skills, knowledge, training, experience,
etc. that you would like to be using in your job as a teacher but cannot?

General Level Source

Low underload
Medium underload
High underload

no problems ‘

would like smaller classes

specific content area .

too Jlow-level

training other teachers/
administration

team teaching

= time constraints

= other

1
2
3

[ I ]
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CONCEPT: ROLE INSUFFICIENCY

QUESTION: Do you have the things you need (materials, equipment, space,

etc.) thct you need to do your job properly?

General Level

Low role insufficiency room size
Medium role insufficiency supplies

1
2 k3
3 = High role insufficiency

" equipment
space
storage
building

Source (mentioned/not mentioned)

clerical suppért

working conditicns

money
other

# sources mentioned

CONCEPT: OTHER STRESSES

QUESTION: Are there other’aspects of your teaching job per se (rather than

the school, students, etc.) that are problems for you?

»

Type

00 = None

01 = Content skills lacking ‘
02 = Other duties

03 = Students

04 = Administration

05 = Organizational policies

06 = Low status

07 = Other teachers

08 = Incompatibility

09 = Too much work

10 = Non-work demands

11 = Uselessness of training =~
12 = Other

Séverity .

0 = inappropriate
1= 1ow

2 = medium

3 = high

CONCEPT: INTERPERSONAL STRESSORS -- ADMINISTRATION

160

QUESTION: Do you like the administration in this school, i.e., the principal

and the other administrative staff?
sze-Principall(mentioned/not mentioned)

Authoritarian
Supportive
Fair
Inconsistent
Task~oriented
Organized
Honest
Communications
Other

Severitx

PN PR S

none at all
small problem
moderate problem -

great problem




INTERPERSONAL STRESSORS -- ADMINTSTRATION (Cont'd)

Type - Other Administrators Severity
(mentioned/not mentioned)

¢

: People problems 1.,= none at all
o Communications 2 = small problem
Er Supportive 3 = moderate problem
' Weak 4 = great problem
. ‘ Non-work demands
i Unfair
: Other .
i )
i.v CONCEPT: INTERPERSONAL STRESSORS -- OTHER TEACHERS
P . QUESTION: How would you describe the other teachers in this school?
fa
' Type (mentioned, yes/mentioned, no/ Severity
o not mentioned)
% Cohesive. 1 = none at all
: Supportive 2 = small problem
o Complain a lot 3 = moderate problem
o ’ Cooperative/helpful 4 = high problem
' ' Friendly }

Hard-working
Too little contact
Dependable

CONCEPT: INTERPERSONAL STRESSORS -- STUDENTS
; ‘ QUESTION: How about the students--any problems with them?

Type (mentioned, yes/mentioned, no/ Severity
not, mentioned)

Discipline
Immaturity
Having them listen to R
Punctuality/home work
Ethnicity

Busing

Incompetence

Violence

Apathy

Other

none at all
“small problem
moderate problem
high problem

PN
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CONCEPT: DISCIPLINE

QUESTION: How do discipline problems get handled?

Type (mentioned, yes/mentioned, no/ Severity '
not mentioned) c
Bureaucracy 1 = none at all
Too strict 2 = small probler.
Too lax 3 = moderate problem,
Handled by R 4 = high problem
Unfair
Inconsistent
. Other

CONCEPT: JOB-RELATED STRESSORS

. .QUESTION: How would you describe your teaching job itself?

Job Variety Level Job Variety Problem |
1= 1low 1 =no
2 = medium 2 = low
3 = high 3 = medium
8 = not mentioned 4 = high
8 = inappropriate
Job Feedback Level Job Feedback Problem
1= low 1 =no
2 = medium . 2 = low
3 = high 3 = mediun
8 = not mentioned 4 = high < e
( 8 = inappropriate
Job Responsibility Level Job Responsibility Problem
1= 1ow 1=no
2 = medium 2 = low
3 = high 3 = medium
8 = not mentioned 4 = high
8 = inappropriate .

Job Importance Level

1= low
2 = meaium
© 3 = high
8 = not mentioned




CONCEPT: ORGANIZATIONAL STRESSORS e, -

QUESTION: How would you describe the schaol overall? . |

.

Size Level Size Problem W
1 = small 1l =no
2 = medium 2 = low
3 £ iust right 3 = medium
4 = large 4 = high
8 = not ‘mentioned 8 = indppropriate
Formalization Level . " Formalization Problem’
1= lbw l1=no
2 = medium . 2 = low
3 = high 3 = medium
8 = not mentioned 4 = high V
8 = ineppropriate
Bureaucracy Level Bureaucracy Problem ’ ,E
l=1low 1 =ne :
2 = medium 2 = low
3 = high 3 = medium
8 = not mentioned 4 = high
8 = inappropriatce
Participation Level " Participation-Problem
I = 1low 1l =no L '
2 = medium . . o ... - 2= low T ’ oo
3 = high 3 = medium
8 = not mentioned 4 = high
8 = inappropriate

CONCEPT: ENV1RONMENTAL STRESSORS --. NONWORK DEMANDS

QUESTION: Do you feel that school demands conflict with other demands on
you from outside (e.g., from your family)?

' .Conflict Type ‘ Conflict Severity
) 1 = no conflicts 1 =no
l” 2 = family demands 2 = low

3 = low occupational status 3 = modzrate .

4 = non-work expectaticns 4 = high T
l 5 = distance between work and home & = inapprupriate

6 = family demands and non-work

expectations

I 7 = other




CONCEPT: INCRAPERSONAL STRESSORS -- DEVIANCE FROM NORMATIVE‘CLIMATE

QUESTION: Do you feel that your values are. consistent Wlth the values that -
prc.va:.l m the suhool" .

[ ’ .
Incons1stency Lével Direction of Inconsistency Inconsistency Problem

. 1, = none. T 1 = R too liberal 1 = none at all
2 = low 2 = R too conservative 2 = small problem
3 =.medium 8 = inappropriate 3 = medium problem
4 = high , 7 = no answer 4 = high problem
- 8 = inappropriate . - 8 = inappropriate
: AACONCEPT: ENVIRONMENTAL STRESSORS -- OCCUPATIONAL STATUS
z@' ‘ Status Rating '

‘:
PR

LAty
3
prex
~

"1 = low
: 2 = medium
Y« « 3 =nhigh ) .
-« . CONGEPT: ROLE STRAIN -- PSYCHOLOGICAL SIMPTOMS |

b;»:ilUESTION: In general, how.do you feel about yourself these days? .

’
2

e Symptoms ) . Levels
. Fatigue . . .1 =no )
" Nervousness 2 = low
* -Irritation v - 3 = medium . '
' Anxiety.. 4 = high ‘
. DepreSsion 9 = not mentioned .
i Boredom T :
- Self-Esteem . . ‘ ) : ,
S CONCEPT: ROLE STRAIN -- PHYSIOLOGICAL SYMPTO : ‘.
: ) . R ) ‘

QUESTION: How do you rate your geﬁeral physical health?

i Somatic Complaints Somatic Complaints * Nverall Physical <
’ ' e . Level Health
J.o o {meritioned/not mentioned) ° e -, ‘ o
S ‘ Headache 1= low 1.= low ;
ST Insomnia 2 = medium . 2 = medium ‘
Obesity 3= »%gh 3 =high~ -
b Hypert'er'xsiOn 8 = thappropriate :

>



-CONCEPT: ROLE STRAIN -- BEHAVIORAL SYMPTOMS -- CAFFEINE INTAKE

QUESTION: Do you drink a lot of tea, coffee, colas, etc.?

" Coffeeé . Tea Colas -
1 = none 1 = none 1 = none
2 = low intake 2 = low intake 2 = low intake :
3 ="medium intake 3 = medium intake 3 = medium intake :
4 = high intake 4 = high intake 4 = high intake .

t

CONCEPT: ROLE STRAIN -- BFEHAVIORAL SYMPTOMS -- DRUG USE

QUESTION: Do you use drugs or medication a 16t?

Over-the-counter Drug Use Prascription Drug Use
1 = none 1 = none ‘
2 = low use 2 = low use
3 = medium use 3 = medium use
* -4 = high use 4 = high use

&
2 .

CONCEPT:. ROLE STRAIN -- BEHAVIORAL SYMPTOMS -- ALCOHOL USE o
QUESTION: Do you drink ‘alcohol?

Beer Use Liquor Use ) Wi}xe Use

!
s 1 = none 1 = none 1 = none
2 = low use 2 = low use 2 =.1low use
3 = medium use 3 = medium use 3 = medium use e
4 = high use 4 = high use 4 = high use -

. CONCEPT: WITHDRAWAL TENDERCIES -- DISTANCING FORCES
4 - .
QUESTION: Do you sometimes feel the need to put the school, teachi g, and
students out of your mind?

Strength of Distancing Forces

1= 1low )
T 2 = medium . - .
3= h_j.gh - .

CONCEPT: WITHDRAWAL TENDENCIES -- BINDING FORCES

QUESTION: Why*{do you keep teaching?

*

Binding Forces Reasons Binding Forces Strength
(mentioned/not mentioned) o

-,

low
medium

high

‘Intrinsic N 1
Pay . : 2
Holidays 3
Security

Experience

Locked-in

- People ~
Other >




QUESTION: Are you ever late to work, abs

Absenteeism Level

166

[\

«

CONCEPT: WITHDRAWAL MANIFESTATIONS -- TARDINESS AND ABSENTEEISM

ent from work, etc.?

Tardiness level

never absent
low absence
medium absence
high absence

NN =

in the near future? :

7| -~
l Reason for Turnover Intent

never late

low tardiness
medium tardiness
high tardiness

BN =

. CONCEPT: WITHDRAWAL MANIFESTATIIONS -~ TURNOVER ITENT

’;_l ‘ QUESTION: Do you intend to look for another job--teaching or non-teaching--

Strength of Turnover Intent

"CONCEPT: OTHER STRESS MANAGEMENT YECHNIQUES.

QUESTION: What (other) st-=cegies do you use to handlé the stresses and

. strains that may arise from the job?

. Stress Management Techniques fnjirﬁned/not mentior{ed)

. [
Joking
Exercise
Outdoors
Personal Improvement
Family
Interpersonal
Other

a

7 # techniques mentioned .

: NOTE: THE REMAINDER OF THI INTERVIEW CONTAINZD CLOSED-ENDED QUESTIONS,

WHICH ARE CODED AS INDICATED ON THE INTERVIEW GUIDE.

181

[T 01 = not interested in work 1 = none at all
' 02 = to-work in different school 2 = low
03 = pregnancy , 3 = medium
5 04 = other job 4 = high
l 05 = salary '
i 08 = leave teaching
7 .07 = back to school ’
08 = spouse transfer -
' 09 = for change
B 10 = different content area
11 = other reasons
18 = inappropriate -

-~




CODING CONVENTIONS

The coding scheme was designed to describe the populaéion of teachers
in terms of their stresses, strainé, and stressors. Two kinds of questions
Occurred in the interview--those for which "objective" coding standards
could be established, and thoseCfor which the coding strateg) was necessarily
subjective. The Processes used to code the two sets of questions are

described below. .

Questions with "6bjectiﬁe" Co&ing Standards

By and large, objective coding was possible for only some ‘role strain
indices. The standards used in the coding of these strain indices are des-
cribed below, -

= Intake of éaffeine (Coffee/Tea/Colas)

Each beverage intake was coded in the follo&ing manner:

Never drink beverage = None (1)

1-4 drinks per week Low (2)

5-7 drinks per week Medium (3

8+ drinks per weék " = High . (4
Drug Use (Prescriﬁtion/Ovef-the-Counyer)

R .

Each drug use Was coded in the follewing manner:

Never use drugs - = None (1)

~

Use drugs in rare cases Low (2)

Use drugs som€times, as
needed Medium 3)

Use drugs on a continuing
basis High




Alcohol Use (Beer/Wine/Liquor)

Each drink type was coded in the following manner:

Never drink = None (D
1-4 drinks per month = Low (2) )
5-29 drinks per month = Medium (3)
1+ drinks per day = High (4)

Absenteeism

¢ This variable was coded in the following manner:

Never absent = None (1) - ¢
1-3 absences per year = Low (2) ]

- 4-6 absences per year = Meéium (3) ;
7+ absences per year c = High . (4)

Tardiness

This variable was coded in the following manner:

,—Never late = None Y
1-3 tardinéss episodes per
year . = Low (2)
4-6 tardiness episodes per N
@ year = Medium (3)
7+ tardiness ‘episodes per i
year = High (4)

The standards used to establish the hlow", "medium', and "high" cate-
gories for the sfraiu indices were different from thosélused for tardiness
and absenteeism. Caffeine, drug, and alcoﬂol use w;re coded ir.to these three
categorjes based on the Principal Investigator's familiarity with the preva-
lence of these behaviors among the population at large, and based on an

informal survey of people regarding the frequency of their use of these

substancesl\ The relatively low cutoffs between the "low'" and "medium"
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Categories, and between the "medium' and the "high" categories, were c&ﬁt
A
sidered appropriate in the present coding in view of the focus on the usg,
rather than the abuse, of substances. ‘“The cutoffs for absenteeism and tardi-
ness, on the other hand, were determined on the basis of the relevant liter-
ature indicating ;he relative prevalence of these behaviors among employees.
Thus, the "objectivity" in the coding relates to the classification of emplo-
yees into four behavioral caiegories; some subjectivity was essential even
here, however, in the determination of phe standards use& to demarcate the

>

categories, .

Questions Requiring Subjective Coding
/

For questions where subjective coding standards could not be established,

a somewhat different approach was used to derive the codes used in tlie analy-

sis. The conventions and strategies used for the different variables are

)

described below.
Role Stress

For each role stress¢ variable, two major pieces of information were used
to'genera;e'codeu for the level of stress experienced by the respondents.
Thése were: .
% ’ o :

(a) How often the stress occurred in the work place; and

(b) How much protlem the stress posed .for the respondent.

Fo; instance, for tlie role conflict variable, the respondents' answers
were read to d;termine the frequenc; of exposure to conflicting role expec-

tations. The interview protocols were also examined to assess the extent to

which the respondents cousildered tha presence of role conflict to be a

- problem for them. Frequency scores (often, sometimes, never/seldom) were

derived from the literal sratements of the respondents (e.g., "Every time
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my Principal tells me to do something, thé Assistant Principal tells me some-
tking elsé" was coded "often", and "It's kind of nice to work where the ad- i
ministrators always speak with one voice'" was coded as '"seldom" for frequency
of role conflict). Severity scores (great problem, somewhat of a problem,
no/low problem) were derived from responses to the question "How much of a
problem is this for you?'', and from the general pattern of the respondent's
answers go the role conflict questions. Thus, if the respondent noted that
"Yes, I think it is quite a severe problem--I really wish they would get
their act together', a code of '"a great problem' was assigned, for instance,
but when a rgspondent said "I don't care; it really doesn't affect me'" a

code of '"no/low problem' was assigued?

The frequency and severity scores thus obtained were combined in the

following manner to derive the ovzrall score for role conflict:

Configuraticnal Coding

FREQUENCY
Seldom Sometimes Often
£ » . .
|1
R
Q2.0
== 2 Low Low Medium
Q.
£
N
By, al 5 6
% ES.73
g 8568 Low Medium High
[43] Q.
n
L5 17 8 9
@ -
: g B Medium High - High
4
e ;

Obviously, some judgements were necessary about the cells classified
o f
as "high', "wedium", and "low" on Role Conflict. For instance, Cell 3 (low

problem, occurs ofter) was classified as "medium" on Role Conflict, whereas

R

Cell 4 (somewhat of a problem, occurs seldom) was considered "low" on Role

185




PR PR -

e

- K2

PPCal e AL R ey T R PR
3 ¢ LT Pl - B [
<

-l aah

%

Conflict. Likewise, Cell 6 (somewhat of a problem, occurs often) was class-

- fied ‘as "high" on Role Conflict, whereas Cell 7 (great proble, occurs seldom)

was classified as "medium" on the concept. These differential classifica-

tions were based on the rationale that a smaller problem occurring with some

regularity probably is more serious as a stress, and would lead to more

- severe strain, than a problem of greater magnitude that occurs with less

frequency. Again, although these classifications involve some degree of subjec-

tivity, they were not arbitrary. Rather, the classifications arose from the
conceptual - framework, and from an examination of the factors that would most

likelx\héve adverse effects on employees.

T~ v

Thus,\thé scoies in the cells xepresent the overall levels of’ role con-
flict. Low conflict Qﬁs scored (1), medium conflict was scored (2), and high
conflict was scored (3).

In addition to the quantitative scores, the teachers' responses to =ach
question were also coded in terms of the kinds of role conflict present-jtime
conflict, inter-sender conflibt, intra-sender conflict, person-sender con-
flict, and person-role conflict were reported by the respondents most often.
The sources of role conflict were recorded simply in terms of whether they
were present in his/her job for each teacher in the sample.

A parallel configurational procedure was used in scoring the other role
stresses examined in the study. That is, frequency and severity scores were
assigned to respoﬂdents on each stress, and these two facets were combined to
derive the overall role stress score. The specific sources of stress within
each category (i.e . sources of role émbiguity, sources of quantitative role

overload, sources of role underload, etc.) were coded as listed in the

coding scheme.
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The coding conventions ‘adopted for scoring the role strain variables
(except those s&sceptible to "objective" coding) were somewhat varied. Life
Satisfaction and Job Satisfaction were s;ored subjectively, for instance,
according to the kinds of statements made by the respondents. Comments such
as "I'm really enjoying my life (job) these days" and "I'm very happy with my '
life (job)" were scored "high" (3) on the Life (Job) Satisfaction index.
Comments such as '""I've seen better times, but I've also seen worse" and "I
.like some parts of my life (job) a lot, but not others" were scored "medium"
(2) on the Life (Job Satisfaction) scale. Comments such as "I hate it" or
"I can't wait to get out" were scored "low" (1) on the Job Satisfaction scale.
§imi1ar é;mments would have been scored "low'" on the Life Satisfaction index
also, but no respondent made such comments.

The other psychological strain symptoms (fatigue, nervousness, irrita-
tion, anxiety, depression, and{boredom) were scored siightly differently.
First? the kinds of strain symptoms mentioned by the respondent were recor-
ded. In most instances, respondents did not mention al; the symptoms listed
above. Second, for those symptoms that the respondent did discuss, a sever-
it; index was developed, similar to that used in sco;ing the role stress
variables. Thus, if the symptom occurred often, or if it posed a great prob-
lem for the respondent, a "high" score was reported on the index. If the sym-
ptom occurred sometimes, and if .t was only somewhat of a problem, a 'medium"
score was reporéed. The rest of the coding also followed'the conventions
used for role stress, with one exception--if the respondent mentioned a sym-

ptom, but said that he/she did not suffer from that symptom, a code of "no"

was assigned. In other words, non-occurrence was distinguished from low
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occurrence for the strains; such a distinction was not made in terms of the

role stress variables.

Similar procedures were used to code'the somatic complaints index. That
is, the different somatic complaints mentioned By the respondent were recorded,
and the severity ;f each complaint determined. In addition, the number of
different somatic complaints mentioned by the respondent was counted; This
count provided an index of the total number of somgtic complaints suffered
by the respondent.

Respondents also rated their general physical health. In this case,
the respondents' descriptions of their health were accepted as accurate. In
other words, comments such as "great", "good", and so forth were coded as
'"high' on physical health, comménts such as '"so-so", "had some small problems'",
etc., were coded as "medium'" on physical health, and comments such as "I've
had some big problems'", and "It's not good", etc., were coded as '"low" on
overall physical health.

Withdrawal

Three’sets of Qithdrawal variables were not susceptible to "objective"
coding, viz., binding forces,.distancing forces, and turnover intent.

The strength of distarcing forces was assessed through a determination of
the frequency with which respondents repo£ted experiencing the need to put
their jobs out of their minds. Those respondents who ‘experienced these feel-
ings often were-classified as "high" on the strength of distancing forces,
those respondents who experienced these feelings only sometimes were classified
as "medium" on distancing forces, and respondents who hardly ever (or never)

experienced these feelings were classified as '"low" on distancing forces. A

similar coding convention was used to assess the strength of binding forces.
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Binding forces were coded, in addition, in terms of thg source of the bond
between the respondent and the organization.

The strength of turnover intent was coded according to tﬁe probability
of the respondent's looking for another job in the near future. Those rés-
pondenrs who said it was likely that they would be looking for another job
{or those who were looking) were classified as having high turnover intent
(4). Respondents who thought it was only somewhat likely th- they would
look for another job in the near future were rated as having "medium" turn-
over intent (3), and respondents who thought there was only a small chance
they would look for another job were classified as hlow" on turnover intent
(2). Finally, those respondénfs who saw no way that they wouid work in
another job/school were classified as having no turnover intent at all (1).
Stressors

Coding conventions for the stressor variables were similar to thosefused
witﬂ respect to role stress. For each category of stressors-;environmental,
organizaticnal, interpersonal (principals/administrators, teachers, students,
discipline), job-related, and intrapersonal--the specific sources of stress
were first determined. A classification was then made of the severity with
which respondents experienced each stressor. |

With respect to organizational stressors, a descript%on'of organizavional
variables was first sought--what the school size was, how much bureaucracy
there was, etc. Second, an atfempt was made to determin% whether these charact-
eristics of the school posed problems for the teachers. For instance, one
potential organizational stressor was size. For this variable, it was first
determined whether the, respondent thought the school was small (1), medium

(2), just right (3), or large (4). Coding for school size was conducted

[}
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directly from the respondents' statements, and those)respondents who did not
make descriptive statements about school size were assigned & '"not ﬁentioned"
(8) code. For coding severity of size problems, the configurational analysis
used with role stress was followed. That is, frequencé of size-related prob-
lems was combined with the severity of size-related problems to derive an

ovgrall code for problems with size. A similar process was foilowed with the

remaining organizational stressors, and with the job-related stressors.
Interpersonal and environmental stréssors were coded in a parallel
fashion, with two exceptions. Instead of descflptive coding for each inter-
personal v;riable, only mentioned-yes/mentioned-no/not mentioned codes were
used. Fer instance, the respondent might mention that his/her school principal
was not at all authoritarian, unlike some of the other school principals he/

she had encountered before. In tnis case, the respondent was assigned a

mentioned-no code on the Principal Authoritarian variable. Severity of prob-

.
[

lems with each group of interpersonal stressors was averaged across specifics.
That is, a severity code was not assigned to the Principal's authoritarianism,
supportiveness, fairness’, inconsistency, etc. ‘Rather, respondents' answers
across the relevant domains were averaged to provide an overall score for
severity of problems with the school principal. The same procedures were
used to code Other Administrators, Other Teachers, Students, apd Discipline.
The severity score in these cases was developed using the topological frame-
work described for role.stress. Environmental stressors were coded in the
same way. o |

Only one intrapersonal stressor--deviance from normative climate-f
\

necessitated qualitative coding. The configurational coding adopted with

interpersonal stressors was also followed here. One additional code was
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assigned, however. In addition to coding the level of, and the problems
with, value inconsistencies, the direction of the incensistency (i.e., whether
the respondent was too liberal or too conservative compared with the school)

was also recorded.

Conclusions and Cautions

The coding’scheme used nere necessarily focused on the subjective exper-
iences of teachers. As such, no claim can be made that the teachers' responses
reflect '"reality." For instance, a teacher working in a 500-student school
might report his/her school to be largé. whereas another teacher working in
a 1,000-s§udent school might report his/her school to be medium-size. Since
role stress is a subjective phenomenon, however, teachers' perceptions were
considered more direct influences on stress and strain than was the objective

reality. 'The coding conventions adopted for this study reflevt these

considerations.

-

An attempt was made To assess the relative levels of stress ﬁresent in
the work place of the sampled teachers. In this deterﬁ;nation, the theoret-
ical range of responses reflected the distribution present among the popula-
tion at large; rather than only ambng the sample for the present researcﬂ:
Where coder subjectivity was necessary in making judgement calls, therefore,
the Principal Investigator relied heavily on her previous experience in the
area to derive a reasonable code, and to ensure compé}ability of codes
across respondents.,

Some degree of subjectivity is inevitable in any coding of quglitative

data. By using only a few codes, however, the need to make fine discrimina-

tions was minimized. For instarce, role stress was coded merely into three
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categories--high, medium, and low--because the probability ot making marginal
classificatiohs was lower with these broad categories than with multiple and

narrow categoxries. The likelihood of coder bias affecting the validity of

the findings was, therefore, minimized.




